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Abstract
Who Gets the Power, Resources, and Knowledge from California Assembly Bill 705?
By
Erin Christine Feld
Claremont Graduate University: 2021
California Assembly Bill 705 (AB 705) began full implementation in fall of 2020 for California
community college English departments. This Bill requires schools to reconsider developmental
education saying that students can no longer be required to take classes below transfer-level in
English unless the school can show a student would not be able to succeed in college-level
classes without that course. Additionally, there can no longer be sequences of multiple remedial
classes as there were in the past, and schools can only offer classes one level below transfer.
Students must be also now be recommended into courses using multiple measures and not
assessment tests. The intent of the Bill is to prevent students from getting caught in remedial
course sequences that frustrate them to the point of dropping out of college altogether.
The purpose of this study is to interview English faculty from San Diego County
community colleges to see what they are observing in the early implementation of AB 705. The
Critical Policy Analysis framework will be used to see what teachers are noticing with their
students and what is happening at their institutions in terms of distribution of power, resources,
and knowledge, and if inequality and privilege exist because of this Bill.
Findings and implications demonstrate that AB 705 appears to be helping students in
some ways, but there are still concerns about some aspects of it because some students might still
be left behind because of the Bill.
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Chapter 1: Introduction
Remedial/developmental1 education has long been debated in higher education.
Proponents and supporters have been discussing remediation’s benefits and drawbacks and
looking for ways to best help students since the beginning of higher education. Community
colleges in California were developed in 1907, and with the Master Plan in 1960, it was
highlighted that these schools should offer lower division courses for transfer, general education,
remedial noncredit, and workforce training instruction (UC Institutional Research and Academic
Planning, 2017). Community colleges were seen as a way to help the state’s economy grow, so
more bills, programs, and initiatives in the state have continued because there are still ideas of
what institutions can do to assist students. One of the main focuses through all of these changes
has been with remedial classes. Though there is a realization among institutions that students do
not all have college-level2 skills, there are also many concerns that students who are not coming
to higher education with the skills needed to succeed are being left behind because of the courses
they need to take before they can even begin transfer-level classes. California Assembly Bill 705
(AB 705) is the latest measure to help eliminate issues with students having to take
developmental classes, and this Bill is what will be looked at in this study.
Background of AB 705
As this study will be looking specifically at California Assembly Bill 705 (AB 705), it is
important to give some background on it here so future references will be clear. On February 15,
2017, Assemblymember Jacqui Irwin (D – Thousand Oaks) introduced the Community College
Placement Bill also known as California AB 705 ("New Legislation Saves Students Time and
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The terms: remedial, developmental, pre-college, non-transferrable, basic skills, and pre-transfer will be used to
describe these courses.
2
The terms: college-level, transfer-level, and transferrable will be used to describe these courses.
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Money toward Earning Degrees", 2017). The Bill passed on October 13, 2017 with 79 aye votes
and zero no votes on record (“Bill Votes”, 2017). The intent of the Bill is to help students
complete their time in community college faster by making schools stop using placement tests,
regulating suggestions that students take basic skills courses, and limiting how long a student is
allowed to be in pre-college level courses (AB 705, 2017). Schools had to implement the Bill by
fall 2019, so though some schools started enacting changes to meet the requirements earlier,
others just began addressing the Bill in fall 2019.
With AB 705, schools can no longer use placement tests for suggesting levels of English,
math, and reading to students. Schools will have to allow open access to either all courses or use
multiple measures like high school GPA and grades in previous courses for placement or they
can use guided self-placement where a student answers questions that will help suggest the
appropriate class to take. In addition, AB 705 (2017) limits the number of remedial courses that
can be offered in a subject to just one year’s worth of work; this means two semesters or three
quarters of work only. Furthermore,
The bill [AB 705] would prohibit a community college district or college from requiring
students to enroll in remedial English or mathematics coursework that lengthens their
time to complete a degree unless placement research that includes consideration of high
school grade point average and coursework shows that those students are highly unlikely
to succeed in transfer-level coursework in English and mathematics. (AB 705, 2017, n.p.)
This is an attempt to restrict what schools do with course placement to help students get to and
through transfer-level courses sooner and faster.
There are a few goals of the Bill: 1. To have students complete transfer-level English and
math classes in one year. 2. To ensure students are correctly placed in courses so they are not
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taking classes they do not need. 3. To help ESL students get through their transfer-level English
classes in three years (FAQ on AB 705, 2017). The hope for AB 705 is to aid all students with
placement and remediation, but it is also to help with racial issues in testing leading to lower
course placement because of the high number of African American students in developmental
classes (Attewell, Lavin, Domina, & Levey, 2014). Also, 87% of students who are enrolled in
developmental courses in the California community college system are Latino/a or Black (Bahr,
et al., 2019). Though there is not enough data to know if these particular ethnic and racial groups
are being told they have to take remedial classes or if they are choosing to take them on their
own, this is an alarming piece of information. Additionally, it is noted that socioeconomic status
can play a role in a student being suggested into pre-college level courses (Brathwaite &
Edgecombe, 2018). All of these concerns are further reasons AB 705 could be a way to change
the inequity in student enrollment in remedial versus college-level courses.
There is limited data on the effectiveness of this Bill so far since it is still early in the
implementation of its requirements by all community colleges in California, and the COVID-19
pandemic has made data collection inaccurate. However, Porterville College in Porterville, CA
began implementation of co-requisites in English in 2017. They eliminated developmental
courses but required students who would have been in those classes to take the college-level
course in addition to a co-requisite to further support their learning. The school saw their success
rates “actually improved slightly. The success rate in English P101A was 66.1% in 2017-18, and
68.0% in 2018-19” (Porterville College Office of Institutional Research, 2019). They
acknowledge that it is early data, so it is hard to notice trends and patterns of significance, but the
school is encouraged by what they are seeing so far with the co-requisite classes and success
rates (Porterville College Office of Institutional Research, 2019).
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The Campaign for College Opportunity and California Acceleration Project released a report
in December 2019 that looked at what was happening at schools where implementation had
already started. They found students with a GPA of 1.9 to 2.59 “are three and a half times more
likely to complete transfer-level English when they are placed directly into transfer-level
coursework (12% vs. 43%)” (CCO & CAP, 2019, p. 5). This indicates that students who might
not have been considered prepared for college level before are mostly succeeding at it when
given the chance to take these classes.
Data collected by Educational Results Partnership (ERP) from 13 colleges who started early
adaption of AB 705 saw that more students are placing into transfer-level classes for English and
math, but it is still unclear if corequisites required with English and math are helping students
(Hetts, Hayward, Newell, Willett, & Perez, 2019). They note that future research will need to be
done in order to help schools share ideas for what is working and what is not in order to best
help students succeed in their goals for being in college. Additionally, Black student enrollment
in English classes went from 45% to 63% and in math from 20% to 30% (Smith, 2019). Latinx
student enrollment in community college English went from 49% to 68% and in math from 24%
to 36%, and 74% more passed English in 2018 (Smith, 2019). Also, students who passed
transfer-level English with a C grade or higher increased by 18,903 in 2018 (when early adapter
schools were starting AB 705 implementation) versus 2017 (Smith, 2019). Though initial data
seems promising, a lot of research and data collection still needs to be done to measure the
success and failures of the Bill and offer recommendations.
In November 2019, Mejia, Rodriguez, and Johnson released a report through the Public
Policy Institute of California. They found students who were Latino and African American “were
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more equitably represented in college composition courses across the system in fall 2019”
(Mejia, Rodriguez, & Johnson, 2019, p. 12). This same report also noted:
In fall 2019, 61 percent of first-time English takers completed college composition in one
term …This stands in stark contrast to just four years prior when 27 percent of first-time
English students were able to achieve this important early milestone. In all, 57,000
additional students successfully completed college composition in one term in fall 2019
relative to fall 2015. (Mejia, Rodriguez, & Johnson, 2019, p. 20)
This early data indicates promising outcomes of AB 705.
Statement of Problem
Remediation in higher education is being changed throughout the country. Teachers need
to quickly adapt to the changes in order to best help their students. Additionally, the states that
enact changes need to be aware of what is happening in the classes once these policies go in
affect so it can be determined what is working and what still might need to change.
Given the concern about remediation over the years, the California government has
implemented a variety of actions aimed at improving higher education. Their intent with these
laws and bills has been to help students achieve their college goals, but often the people at the
schools who are making the changes to address the bills are left struggling with what to do to
address the requirements. Most recently, California AB 705 (2017) was signed into law with the
intent of helping community college students progress to and through transfer level coursework
faster in an effort to help them persist until their end goal for being at the school is completed.
Given these changes, most community colleges in San Diego County have decided to
eliminate all of their pre-transfer level English courses and instead will offer English 100 classes
that provide some sort of additional “support” for students who previously would have been at
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the developmental level. This means it would be an English 100 class with a corequisite that
would further help students with their writing skills. These 100 with a corequisite classes are
generally between four and six units with three to four units of the traditional English instruction
and one to two additional units of support to assist students in passing the course and gaining the
writing skills needed to succeed in college. The support for 100 classes ranges from required
tutoring sessions to time working with an instructor and/or tutor in a writing lab to additional
work on grammar and other writing mechanics that are often issues for students.
Since just a few years ago developmental classes were a major focus of importance at
California community colleges because of the Basic Skills Initiative (BSI), this is a drastic shift,
and it is one administrators and faculty are working hard to adapt to in an effort to implement in
ways that will aid students to pass classes they might not have had success with in the past.
Though implementation has begun, schools and the state are still looking to see what is working
and what is not working for students, and it is important to get feedback from faculty in addition
to data from the schools in order to support learners.
Purpose of Study
The results of this research will be used to help colleges consider what they need to do as
they continue to adjust to the transition to the elimination of developmental classes to best aid
students who would have been in those courses in the past. Many schools and committees at the
community colleges have been hosting workshops and meetings about AB 705, so I would like
to share the information I gathered from professors to help those discussing this Bill think about
what they might want to do while adjusting to the corequisite versions of English 100. This
research will be able to help administrators, faculty, staff, and the government officials looking
at community colleges to think about what they can do to support their teachers which will, in
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turn, help students succeed. This research could also help California and other states looking to
implement changes to remediation to think about key concerns that have come out of this Bill.
For example, what happens to students with disabilities? If schools are not offering the for-credit
developmental classes these students were able to take in the past, what happens to them now,
and is this really a way to serve all people which is who these open access institutions are open
to?
Research Questions
The qualitative interview-based questions I ask will be to discover how English
professors at San Diego County community colleges are understanding AB 705, what their
schools are asking them to do in relation to the Bill, the support they are getting to implement
AB 705, challenges they are facing because of the legislation, and their ideas on how they think
the Bill might help or hinder students and who might get left behind because of these new
requirements.
Central Question
This study will be guided by the question: How do policies concerning developmental education
affect and influence community college English professors and students?
Sub-Questions
This study will also look to answer the questions:
1. What were the initial approaches of San Diego County community college professors
when facing the elimination of remediation?
2. How have pedological approaches for San Diego County community college English
professors changed (if at all) since remediation was eliminated?
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3. What are the changes San Diego County community college professors are seeing as
they adapt to the elimination of remediation?
Significance of Study
Since California has the largest community college system in the country, it is important
to look at how the implementation of AB 705 goes so other states looking to eliminate placement
tests and remediation can use this information to help with their own application ("Key Facts",
2019). It is also vital for faculty members to gather information as enactment of the Bill in
California continues so they can keep working on helping students in the best ways possible. It is
also essential to consider if the state may need to make modifications to the Bill or if schools and
departments need to make modifications to their execution of the Bill to keep the intent of AB
705 a reality.
Given the very rapid and challenging nature of fulfilling the requirements of this new
Bill, it is imperative to look at what instructors are seeing at colleges and what will happen now
that the San Diego county community colleges have almost completely eliminating
developmental English courses.
Methodological Overview
This qualitative research will entail interviews of at least 24 English faculty at all eight
San Diego County community colleges. All results will be anonymous, and pseudonyms will be
used for both the faculty members interviewed and the schools where they teach. In addition,
course names and numbers will be changed so identifying information is not given in answers
from faculty in order for them to feel safe to talk openly. The faculty selected will have
previously taught the developmental education courses or they will currently be teaching one of
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the English classes with a corequisite or support requirement. I will be looking at the points
faculty raise about AB 705 using a constructivist paradigm.
I will also collect demographic information from the faculty before the interview to
determine age, race/ethnicity, pronouns used, and what classes they have taught in that school’s
English department in the past and present in order to see if there are any themes in responses
based on that information. All of this will be approved by the Claremont Graduate University
Institutional Review Board before I proceed.
Definition of Terms
Remedial
It is important to understand the terms used the most for these types of classes – remedial and
developmental. “Remedial” was used from the 1860s to the 1960s and focused on the fact
students need help with specific skills they lack or need to work on in order to succeed in
academics and beyond (Clowes, 1980; Hull, et al., 1991; Arendale, 2014, p. 30). Astin (1998)
suggests “‘remedial student’ and ‘remedial education’ are basically social constructs that have
strong negative connotations” (p. 21). Students need remedial skills to succeed in college, and
they may need to overcome academic issues. However, it could also be that a student is defined
as remedial based on test scores and class grades “but where we draw the line is completely
arbitrary” (Astin, 1998, p. 21). This leads to concern some students may not actually have
difficulties to overcome but, instead, it is the arbitrary placement that makes them remedial.
Ultimately, with the term remedial it is believed students’ academic problems can be
“remedied” with further work after the student is diagnosed and the proper solution to solve their
remedial issues is developed (Clowes, 1980; Astin, 1998). Hull, Rose, Fraser, & Castellano
(1991) point out that terms used for students in low level classes in the past implied a lack of
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intelligence but also that there was something wrong with the student’s character (Hull et al.,
1991). Later, though the lack of intelligence stigma was still around, character flaw labels eased
up and the blame started to be placed on society producing students who were not able to do
work at their grade level (Hull, et al., 1991). Additionally, race, culture, and socioeconomic
status began to come into the language of talking about students not at the skill level expected for
their grade level.
Developmental
Remedial was considered distinct from “developmental” because developmental courses
were seen as helping students who had basic high school skills, which might not be the case with
remedial students, but developmental students are viewed as needing more work to develop skills
for college success. A stigma among students and faculty was attached to the word “remedial,”
so when Harvard changed their Remedial Reading class’s name to Reading Class, they saw an
increase of 370 students taking the class (Clowes, 1980; Arendale, 2014, p. 36). This stigma has
followed the term remedial throughout the history of higher education prompting a change in the
use of the word.
In the 1970s, schools started using the term “developmental education” to refer to learning
assistance. Developmental was considered a positive term because it described how students are
always developing, and they want to move from one stage to another in their development. There
was also the assumption that these students already had skills they could develop, or they simply
had a weakness that could be overcome versus a deficiency (Hull, et al., 1991; Arendale, 2014, p.
45-46). Given the stigma of the term remedial, developmental became the commonly used term
for pre-transfer level classes.
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Organization of Study
This study will be organized into five chapters. The first chapter will include: an
introduction, the statement of the problem, the purpose and significance of the study, the central
and sub questions, the methodological overview, a brief background of AB 705, and the history
of and definition of the terms remedial and developmental. The second chapter will be the
literature review which will include: the history of remediation, reasons for universities
accepting unprepared students, the community college mission; the California community
college mission; community college faculty; community college student demographic
information; California community college student data; the history of wanting to remove
remediation from colleges and universities; controversy with remediation, the reasons people
support remediation; reasons people are against remediation; and the history of California
community colleges, acts, bills, and movements that aimed to help with remediation in higher
education from 1907 to 2017. Chapter 3 contains the methodology and include the research
design and research questions for the study, researcher positionality, the conceptual framework
of critical policy analysis, how the data collected in the interviews will be coded, and the
limitations of this study. Chapter four will discuss the key findings of the interviews, and chapter
five will be a discussion and recommendations based on the results of this study.
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Chapter 2: Literature Review
Introduction
In order to help students succeed in California higher education, the state, administrators,
and schools have worked to assist learners in community colleges in a variety of ways. From
laws to initiatives, there have been many attempts to guide pupils to help them accomplish their
goals for attending college. However, because students come to higher education with a large
variance in skill levels, it is challenging for schools to keep up with how to best help all of their
students. After initially establishing junior/community colleges, other movements helped junior
colleges to consider education beyond just the general requirements to also include adult
education and vocational training in their missions.
This review of the literature will look at a few key things. First, the history of remediation
will be discussed; then there will be an explanation of reasons universities were accepting
students who were not academically prepared; next, the mission of community colleges and
specifically California community colleges will be discussed followed by background on the
community college faculty, their students, and California community college student
demographics; the history and controversy of remediation and wanting to remove it from higher
education will be explained next followed by a discussion of reasons people support this type of
education. The chapter will end with the history of California community colleges and the acts,
bills, and movements that have been enacted that influenced developmental instruction in these
schools.

12

History of Remediation
Harvard
The need for remedial education started with the founding of Harvard in 1630. In the case
of Harvard, the need for remediation was mainly because students did not know Latin or did not
know it well enough to read their textbooks or understand the lectures which were mostly in
Latin (Boylan & White, 1988; Boylan & White, 1994). Though there were admissions tests that
may have kept students without the necessary skills out of the school, these students were still
admitted with the requirement to meet with a Latin tutor so they could get the language skills
needed to succeed at the university (White, Martirosyan, Wanjohi, 2014). Because of the
admission of these students without the necessary skills in Latin, Harvard had tutors work with
the students who were about to attend the school. Additionally, many students were required to
continue this tutoring in their first year to improve their language skills. The tutoring mainly
meant the tutor read the material to the students who recited it back. This was not especially
effective, but the practice continued. The students at Harvard at this time were affluent white
males, so the need for tutoring was not seen negatively, so this type of remediation did not have
the negative association that developed later (Arendale, 2014).
Preparatory Schools
Over 100 years later in 1795, the University of North Carolina created a preparatory
school to help students who were unprepared for college. The courses included grammar,
writing, and math. Once the students passed these courses, they could then take regular college
classes (Boylan & Bonham, 2014). In the early 1800s, schools did not have admission
requirements like they do today, so as long as students had the money to attend schools, they
generally could without any difficulty or concerns about their lack of preparation. This continued
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to add to the number of students who were not ready to do college-level work though they were
in higher education (Cafarella, 2014).
In 1830, New York University (NYU) began helping students with math, physical
science, philosophy, and English in an “academic preparatory academy” (Arendale, 2014, p. 32).
The main focus of this academy was for students to learn the content areas and there was no real
work on methods for learning which could have helped these students in future classes.
In 1849, the University of Wisconsin started a preparatory department and it “provided
remedial courses in reading, writing, and arithmetic to students who lacked sufficient
background to succeed in more advanced college courses” and lasted for 31 years (Brier, 1984;
Boylan & White, 1988, p. 4; Arendale, 2014). By 1895, 40% of students entering colleges and
universities had been in these preparatory schools, and by 1900 in the United States, 80-84% of
colleges and universities had these schools (Brier, 1984; Boylan & White, 1988, Boylan &
White, 1994; Roueche & Roueche, 1993; Cohen & Brawer, 2014). Eventually the department
closed in Wisconsin because people at the university were concerned it made the school look bad
because it meant students were not as prepared as they should be for college. There was an
attempt to rename the department instead of closing it, but people at the school were still upset
about how the department made the school look, so it was forced to close (Arendale, 2010).
Higher Education Opened to More People
The Jacksonian Period of 1824-1848 led to higher education opening to more people in
an effort to help improve lives. This meant anyone was able to attend college if they had the
money. Therefore, people were attending even though they had little academic preparation
because there was not a strong system of high schools in the country yet, therefore, not everyone
was adequately prepared to go to school at a higher level (Boylan & White, 1994). Given this, in
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1828, the Yale Report said students should not be admitted if they were not prepared (Brier,
1984). Concerned about the lack of preparation of students, colleges offered tutors to help, but
this became an issue as more people needed the help, and there were not enough tutors to meet
the demand. Additionally, schools found just working with tutors was not enough to help
students, so remedial courses were seen as a better solution (Arendale, 2014).

Conditional Admission
Students in this time period also found themselves being admitted to schools
conditionally. This was something commonly seen at Cornell University, and students accepted
this way had to take preparatory classes or attend tutoring sessions as a condition of their
acceptance (Brier, 1984). Harvard also used conditional status of admission in 1879 when 50%
of the students admitted that year failed the entrance exam (Brier, 1984). The original tutoring
given to students to help them pass their entrance exam changed to tutoring to help students pass
their classes. Harvard was also dismayed to discover students who were in this situation were not
just from low-income backgrounds but also students from the upper-class who they assumed had
the high school education needed to succeed at their school (Brier, 1984). At the University of
Buffalo, if students were not at college-level, they had to take a three-week class before the
semester started, and if students did not succeed in the class, their admission was either
rescinded, or the classes they could take were limited (Casazza & Silverman, 1996).
Tutoring schools
Another method of preparing students was seen in Cascadilla School in Ithaca, New York
which was a “tutoring school” to prepare students for college entrance exams by helping them
with subjects they would need to know for the exam but were not prepared to be tested on (Brier,
1984, p. 15). Additionally, wealthy families were able to send their children to “dame schools” in
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England to prepare them for their college admissions tests. These boarding schools were “run by
educated women of high social standing and education” (Arendale, 2014, p. 29). In addition to
helping students prepare for the exam, they also gave students the developmental education skills
they needed to succeed in college.
Morrill Act of 1862
The Morrill Act of 1862 established land grant colleges which encouraged more people
to pursue an education no matter what their background; therefore, this act also necessitated the
need for remedial work and college preparatory departments as many of these new students had
not attended high school or had attended a school that did not prepare students for college. More
students were now interested in higher education because the Act was partly to expand access to
people in races and ethnicities who were not able to attend college before, but they were not
necessarily prepared because the limits on their previous education (Witt, 1994; Cohen &
Brawer, 2014; Baber, et al. 2019). For example, Iowa State College only required students be 14
years old and able to read, write, and do math (Roueche & Roueche, 1993; Boylan & White,
1994). Consequently, it was easy to have students who had no other college skills or knowledge
to enroll, but it did not mean they knew enough to do well with academic material. At the same
time, there was an increase in desire for higher education because “…the agricultural and
mechanical industrialization of American society became prominent. As a result, the industrial
market required an influx of workers with advanced education beyond that provided in
secondary schools” (Nevarez & Wood, 2010, p. 27). This meant education beyond high school
was becoming necessary for more people than in the past.
Though the Morrill Act did not address community colleges directly, an increased
interest in attending college came from this Act because people began to realize higher education
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could be to learn a trade and for the “common people” and not just for the privileged classes and
races to learn about the classics (Nevarez & Wood, 2010, p. 28).
Increase in Remedial Offerings
In 1889, it was reported that there were almost 400 institutes of higher education in the
United States, but only 65 did not have a preparatory department – the rest offered these
departments for students (Boylan & White, 1994, p. 5). Around the same time, “…enrollment in
American colleges increased by 31% while preparatory enrollment increased 51%. In 1890,
preparatory enrollment was only 5,000 less than the 39,000 regular collegiate students” (White,
et al., 2014, p. 20). Besides the large number of college preparatory departments, “Eighty-four
percent of land-grant institutions offered remedial courses by the late 1880s” (Arendale, 2014, p.
35). In addition to the need for academic preparation, schools also found the need to educate
students in social skills and study skills which was done in the preparatory departments of these
institutions (Brier, 1984).
Besides offering help in college preparatory departments, in 1874 Harvard had a remedial
English class for first-year students (Arendale, 2014). Harvard also began offering “remedial
reading” in the early 1900s (Casazza & Silverman, 1996, p. 22). Besides remedial academic
courses and preparatory departments, schools also began to offer study skills courses (Casazza &
Silverman, 1996; Arendale, 2014). The U.S. Commissioner for Education reported in 1913 that
“approximately 80 percent of postsecondary institutions offered college preparatory programs
with a wide variety of services, including tutoring and remedial courses” (Arendale, 2014, p. 36).
There was now a realization in higher education that students needed a variety of support to help
them do college-level work.
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Students Not Ready for College for Various Reasons
Colleges that focused on a particular population like women and Black students also
meant an increase in students who needed developmental education to succeed in college in the
19th century. Women and Black students were often unprepared for college because of their
limited opportunities to attend high school (Boylan & White, 1994; Casazza & Silverman, 1996).
Many of the initial women’s colleges found themselves offering courses and programs of
study that were more like that of high school because of the lack of preparation females had for
college, so degrees from women’s institutions were not as highly valued as those from other
institutions at this time. Also, administrators in higher education did not want women in this
level of education in general for fear “admitting them would lower the standards of universities
in general” (Casazza & Silverman, 1996, p. 18). This shows the initial reluctance to educate
women and continued the need for remedial work in order to help them succeed when they were
able to attend college.
Black students had been denied a formal education due to slavery, so after the Civil War,
developmental education was needed at the newly formed Black colleges to help students with
the skills they should have gotten leading up to college (Boylan & White, 1994). Colleges and
universities were denied funding if discrimination was found in their admission processes, so the
Black colleges that formed allowed students to get an education above high school though the
reason these schools were formed was because of racism. The Black colleges “were more
successful in their funding efforts when they held to a trade school curriculum rather than
attempting to offer traditional liberal arts,” showing the limitations being placed on Black
students who wanted to get a degree which continues to be reflected in students of color placing
into developmental classes into the 2000s (Casazza & Silverman, 1996, p. 17).
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Additionally, students who were not ready for college were recruited, but many of them
were unprepared because of their socioeconomic situation which prevented them from going to
adequate high schools if they attended secondary school at all. Also, they may have been serving
in the military during the Civil War instead of going to high school, so there were also gaps in
education because of this. Schools at this time also started to offer college preparatory work
specifically for students who were not old enough to serve in the war (Arendale, 2014; Casazza
& Silverman, 1996). The schools wanted to admit younger students to help make up for money
lost because students left to join the service, but the schools realized they needed to get these
students academically prepared, so remediation work continued (Arendale, 2010).
Ivy League Schools
In 1907, remedial education was still a necessity even at Harvard, Yale, Columbia, and
Princeton where “more than half the students entering…were reported as not meeting the formal
entrance requirements” (Wright & Cahalan, 1985, p. 5; Casazza & Silverman, 1996).
Additionally, “More than half of the students enrolled at Ivy League universities in 1913 had
failed the college entrance examination and were placed in preparatory courses” (Boylan &
Bonham, 2014, p. 5). Schools were increasing entrance requirements, but that did not mean
students could meet those requirements, so remediation continued to be necessary.
The Start of Junior Colleges
In the early 1900s, junior colleges operated with the mission to help students with
academic preparation, so four-year institutions began housing their remedial courses in local
junior colleges in an effort for students to get that assistance there instead of at four-year schools.
Furthermore, state and federal money began helping universities more, so this meant schools did
not have to admit unprepared students to help with their income. Students now had somewhere to
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go for a remedial education, so universities did not feel as much pressure to admit students who
were not at college-level (Grubb, 1999; Arendale, 2014). More on junior/community colleges
will be discussed later in this chapter.
Higher Education Act and Civil Rights Movement
The 1960s saw an increased need for remediation as students of color were beginning to
be accepted into more colleges because of the civil rights movement and the Higher Education
Act of 1965 (Arendale, 2002; Cafarella, 2014). The government saw this type of educational
assistance as a way to make up for the fact many of these students attended high schools that did
not prepare them, and they called this “compensatory education” (Roueche & Roueche, 1993;
Arendale, 2014, p. 39). The government felt these courses were a responsibility to make up for
discrimination and the poverty people faced because of racism. In addition to tutoring,
counseling, and remedial classes, these programs also included activities for the students that
would help to enrich them culturally and educationally (Cohen & Brawer, 2014; Arendale,
2014).
Open Access to Junior Colleges
In the 1960s, junior colleges began to admit everyone to fulfill the idea of opportunity
and access for all, and “the vision of expanding postsecondary education has remained a core
principle of these institutions throughout its tenure” (Nevarez & Wood, 2010, p. 4). This meant
people who might have gone straight into the workforce before were now going to school, but
that did not mean they were ready academically; therefore, the two-year schools now needed to
work on helping students transfer to four-year institutions (Roueche & Baker, 1987; Boylan &
White, 1988; Casazza & Silverman, 1996; Cohen & Brawer, 2014; Arendale, 2014).
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At this time as well, four-year schools wanted to get GI Bill money which meant students
who were not ready for four-year universities were no longer being accepted at them, so they
were going to two-year schools more, and this changed the way these schools operated and gave
them a focus on remediation (Casazza & Silverman, 1996; Grubb, 1999; Brothen & Wambach,
2004; Arendale, 2014).
Students going into the community colleges at this time were often placed into remedial
classes and did not have a choice of the classes they wanted to take; therefore:
The open-door philosophy of the community college implies that these students should
not be denied…if that access is limited to a developmental program that offers primarily
the same type of basic education that failed the students in the lower schools, then
students have been cruelly denied access to higher learning. (Cohen & Brawer, 2014, p.
270-271)
There was the concern that though these schools were supposed to be open access, many
limitations were placed on students who attend them including placement tests and pre-transfer
classes they had to take (Grubb, 199). These issues highlight early concerns that students at
schools open to all were still facing barriers to continuing their education in the form of class
restrictions and requirements because of developmental course placements. The idea of schools
being open access means everyone is welcome, but these limits pose challenges for the schools
because not everyone was prepared for higher education.
1970s
Remedial education was also a reflection of social class and race because those from the
upper class were more likely to get better academic preparation than those from lower economic
classes or students of color (Roueche & Wheeler, 1973; Cross, 1976; Arendale, 2014). There was
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an increase in college enrollment by as much as 45% in the 1970s, and “nearly 80% of all
postsecondary institutions provided academic enrichment and support programs” (Arendale,
2010, p. 41). This showed students were still not coming to school prepared though high schools
and colleges had been working together more than in the past.
A lot of this increase in enrollment had to do with adults entering the schools because of
assistance like the GI Bill or students who had families before starting college, but these adults
needed support that was different than the support their younger classmates required. Because of
this need for distinct types of support besides just with academics, remedial programs also
started to add tutoring, having students take fewer classes, and counseling services as far back as
the 1950s (McGrath, 1965; Casazza & Silverman, 1996; Arendale, 2014). However, the 1970s
were also a time period when schools realized how they were treating remedial courses mattered.
For example, Harvard had a class called Remedial Reading, and then they changed the name to
The Reading Class, “enrollment increased dramatically. From thirty reluctant freshmen per year,
the classes began to attract hundreds of freshmen, upperclassmen, graduate students, and even
professors from the law school” (Wyatt, 1992; Casazza & Silverman, 1996, p. 22). This
highlights the continued stigma of remedial education in universities and colleges.
1980s
The 1980s saw an increase in hiring instructors specifically qualified to teach
developmental and remedial courses though schools offered little training to help these faculty
members (Casazza & Silverman, 1996; Maxwell, 1997; Arendale, 2014; Levine-Brown,
Anthony, & Boylan, 2017). At the same time, professional organizations to support these
teachers also began to increase because of the need to help these faculty members given the
challenge of teaching courses at this level. Instructors were teaching developmental classes
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without really knowing much about the classes or the students in them, so it was important for
schools to look at qualifications for these teachers closer to make sure the students got the best
help possible. Also, many times the classes were given to adjuncts who usually do not get as
much time to prepare for classes and to attend training as full-time faculty. Additionally, the
schools needed to be sure to offer professional development and training to the faculty teaching
these classes (Casazza & Silverman, 1996; Maxwell, 1997; Arendale, 2014; Levine-Brown,
Anthony, & Boylan, 2017).
1990s
In the 1990s, schools saw an upturn in enrollment while they also began to look for ways
to save money and to meet the needs of so many students. Therefore, colleges began to contract
with companies outside of the school to help with various campus resources (The Institute for
Higher Education, 1998; Saxon & Boylan, 2001; Arendale, 2010). Something schools started to
outsource was developmental education. They began to contract with Kaplan, Inc. and Sylvan
Learning Systems to offer remedial instruction for college students through these companies
instead of through the schools. One issue, however, was that students had to pay a fee in addition
to their tuition since the companies running the programs were for-profit. This caused concern
for the schools, so that was one reason the experiment ended quickly. Another reason this
attempt with outside vendors providing remedial education ended was because schools began to
use online tutoring for students in developmental courses. As funding and resources for remedial
and learning assistance programs became harder for schools to get, programs were reduced (The
Institute for Higher Education, 1998; Saxon & Boylan, 2001; Arendale, 2014).
Another system of getting students out of pre-college-level courses sooner that was
looked at in the 1990s was modularization where students have to complete and show their
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mastery of material in a particular module before they move to the next. This allows them to
work at their own pace on the material which enables students to work as fast or as slow as they
need while getting help to achieve mastery of the concepts (Ariovich, L., & Walker, 2014).
Reasons for Accepting Unprepared Students
Finances
Next, it is important to understand why schools accepted students who were not ready for
college leading to the need for remedial work at universities. One reason we saw before is
finances. Schools need students in order to make money (Arendale, 2010). This means in the
early days of higher education, schools could not just rely on wealthy families to send their sons
(as it was just males going to college originally) to school; therefore, universities needed to
expand their student body. Consequently, colleges began to let people know they accepted
students other schools would not in order to increase their enrollment. Students knew to apply to
schools that were not as rigid if they could not pass admissions tests at other schools. The more
difficult schools used their high standards for acceptance as a way to brag about the academic
preparedness of their students (Arendale, 2014). Other schools looked to make a profit on
students who could not get into every school.
During the Civil War, schools saw a loss in their finances because students were leaving
to join the fighting, so colleges began allowing students younger than 14 and students who had
previously been denied admission. However, because these were not students they would
normally admit to their school, the students needed additional academic work to help them
succeed in college (Arendale, 2014).
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High School Issues
Additionally, high schools in the early years of the country had problems in general.
Some students did not go to high school at all, and there were no set requirements for what high
schools should be teaching, so there was inequity in education because each school was picking
what to teach on its own. Furthermore, many high schools did not have college preparation
programs, so students in many cases had no option to take the courses they needed before college
(Brier, 1984).
Children in the Midwest were one group who struggled in higher education because there
were not a lot public high schools, so many would-be-students were not able to attend high
school. At the same time in the Midwest, there were more colleges than students with high
school diplomas to use these schools, so that lead to schools having challenges with finding
students (White, et al., 2014).
Colleges also did not have transparent standards for admission, so it was hard for high
school students to get the academic preparation they needed if they did not know what the
colleges wanted (Brier, 1984). The issues with high schools and lack of clear expectations from
colleges meant schools were forced to admit students with minimal secondary education even if
they would have preferred not to admit them. These were all challenges the country faced as they
worked on their systems of education.
Desire to Remove Remediation from Higher Education
Introduction
This study will be looking at the latest bill in the state of California to help students who
are in classes below transfer-level. In order to understand how the current measure has come
about, it was important to start with the background of why there is remediation in colleges. This
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section will now look at the controversy of there being remediation in colleges and universities
to establish that context.
Controversy with Remediation
Like with all parts of education, there has been controversy concerning remedial
education for a long time. Educators, administration, the government, and the public wonder
things like: should students be accepted into a university if they are not prepared? If accepted,
should courses be written to work with students at the level they came in at and not the level
where the school wanted the students to be? If a student is taking a preparatory class that is not at
college-level, should that course count for college credit? (Brier, 1984). Are schools lowering
their standards if they admit students who need remedial work? (Attewell, 2014). From a
taxpayer perspective, it is also argued people are paying for students to learn material twice if
they graduated from high school without the skills they need for college and then the student
needs to take developmental courses in a community college or state school (Arendale, 2010;
Levine-Brown, Anthony, & Boylan, 2017).
The discussion of removing remedial courses from higher education began in 1977 when
Illinois began calling for remedial coursework to be moved out of universities and into colleges
by 1983. The state also felt no remedial courses should result in units towards a degree because
the state believed preparatory work being offered at the university meant colleges were acting as
high schools and not institutes of higher education (Wright & Cahalan, 1985). The Board of
Education in Illinois wanted to make sure the high schools and not universities were doing
preparatory work with students (White, et al., 2014).
Virginia and Maryland also started talking about remedial education around the same
time. Those two states decided to increase admissions standards at universities as a way to
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eliminate the need for remedial courses in four-year schools. During this same period, New
Jersey began working with high schools to focus on basic skills with their students to help
eliminate the need for these courses when the students entered higher education (White, et al.,
2014). States like Tennessee started offering “transition” courses to high school seniors to help
them learn the math skills they need in college so they can go straight into classes worth credits
when they go on to post-secondary work (Sawchuk, 2018, p. 7).
Furthermore, in the 1990s, schools and educators began to question remedial education,
and the public policies surrounding it also began to change (Atwell, et al., 2014). At this time,
teachers began to realize there continued to be a stigma concerning remedial education, but that
stigma had also spread to developmental education and learning assistance programs. Professors
felt the other terms were just different ways of saying remedial, and they continued to see this
type education in colleges and universities as negative.
Additionally, as when education was developing in the United States, high schools were
often taking the blame for students not being ready for college. But many times, students not
being prepared has to do with the socioeconomic status of the high schools’ communities which
usually affects students of color the most (Roueche & Wheeler, 1973; Arendale, 2010; LevineBrown, Anthony, & Boylan, 2017). However, in 1994 it was found that 29% of students in
developmental courses at two-year institutions and 37% at four-year institutions were Black or
Hispanic (Arendale, 2010). This meant there were concerns of racism and the need to eliminate
discrimination in the placement of students in developmental classes. But, in an interview with
Boylan in 2017, he pointed out the larger percentage of students in these classes are white, so
“latent racism contributed to some of the negative attitudes about developmental education”
(Levine-Brown, Anthony, & Boylan, 2017, p. 19). This means that although racism in placement
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needs to be considered, the reputation of the classes was more of the issue that needed to be
addressed.
At the same time, people questioned if it was fair that remedial programs originally
created to help upper class, white, male college students are being discontinued when these same
programs are needed to help students who do not fall into these demographic categories
(Arendale, 2010).
These are just some of the current movements to change remedial work in higher
education. There are other movements, and there will no doubt be even more as remedial
education in colleges is reconsidered.
In Support of Remedial Education
Introduction
Although many people oppose remedial work in higher education, there are some people
who still support this work happening after high school. This section will elaborate on the
arguments being made in support of remediation in colleges and universities.
Helps Students
One of the main reasons supporters of remedial education cite in favor of these classes is
they help students of color, those from lower incomes, and those whose first language is not
English. These researchers argue that students from these backgrounds would not be able to
transfer to or initially attend a four-year college without remediation work at the community
college level (Attewell, et al., 2014). Also, proponents feel these classes are necessary for
students to succeed in college courses and life in general, so they believe remediation in reading,
writing, and math is necessary for learners who still need improvement in these areas (Bahr,
2010). It was also noted as early as 1998 that the workforce is rapidly changing in terms of the
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skills employees need, and given the complaint there are many unskilled workers in a time where
there are many high skill jobs to be filled, basic skills classes are necessary to help the workforce
to grow and succeed (Kozeracki, 2002).
Two researchers cautioned early on in the movement to stop offering remedial work in
higher education that the implementation is concerning. While in the past students would have
had required developmental classes to get to college-level classes if the students did not come in
at that level, schools started to offer corequisite classes which combined transfer-level classes
with developmental classes allowing students to get college credit right away. Goudas & Boylan,
(2012) commented, “…the suggestion to completely replace prerequisites with corequisites is a
radical shift in the history of developmental courses in higher education and all educators should
be extremely concerned about the potentially harmful changes” (p. 12). Just because something
has traditionally been done does not mean it is the best course of action, but the suggested
change may also not be better, so this is a point to consider as schools move to eliminate
remedial work and start requiring corequisites instead.
More Likely to Persist
A study by Bahr (2010) found there can be success for students who start in
developmental classes:
…those who do remediate successfully go on to acquire two-year credentials and to
transfer to four-year institutions at rates that are comparable to those of college-prepared
students who attain similar math and English competency… students who are sorely
underprepared for college coursework, even in multiple skills areas, may succeed and
achieve well beyond what one would predict based on their initial course placements.
(Bahr, 2010, p. 200)
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This is important to note because it shows basic skills courses are believed to be beneficial, and it
may be necessary to help unprepared students to get to the levels of their classmates who came in
not needing remediation. These classes helped students to succeed in their academic tracks when
they might not have without the extra coursework. Moreover, Bettinger and Long (2005) found
students who went through remedial courses had higher persistence and graduation rates, and this
was especially noticeable with minority students. Therefore, they “suggest that outright
remediation would be dangerous and counterproductive” (Braxton, et al., 2013, p. 27). This
needs to be considered as schools think about helping their students persist.
Not as Expensive as Other Options
In 1998, The Institute for Higher Education Policy stated, “Developmental education is
less costly than the alternatives, which can include unemployment, low-wage jobs, welfare
participation, and incarceration” (Kozeracki, 2002, n.p.). Since one of the arguments against
remediation has to do with the cost to fund these classes and that the state is paying twice for
students to learn subjects, this point becomes one to consider – is it worth spending the money
for developmental education in order to cut the costs of other social programs and issues? The
idea is developmental education will empower students and prevent them from worse fates in the
future because they will be educated.
Furthermore, the Bureau of Labor Statistics said between 1994 and 2005 there would be
the greatest increase in jobs that required people to have an associate degree, and the need for
more advanced degrees would also increase, so remedial courses would help some students
achieve their goals for a degree (Adelman 1998; Merisotis & Phipps, 2000). This stresses the
economic impact of higher education and reiterates the need to get people to complete
community college. One way of helping students pass could be by offering basic skills
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coursework to get them to college-level and prepare them for success in all of their classes with
these skills.
Criticism of Developmental Education
Introduction
The controversy over remediation in higher education also exists because many people
are opposed to these classes at this level. This section will explain the main arguments opponents
of higher education make.
Students Taking too Many Courses
One challenge with developmental classes is because the students in them are
discouraged, and the students “without the necessary academic skills are more likely to fail their
courses and have lower graduation rates” (Xu, Hartman, Uribe, & Mencke, 2001, p. 22) The
students are confused as to why they have to take a class they feel they took in high school since
they completed it there already, and this can make the student frustrated and less academically
motivated (Hodara & Smith Jaggars, 2014). It has been found that the fewer classes belowtransfer a student has to take, the more likely they are to complete a degree (Boylan & Saxon,
1999; Brothen & Wambach, 2004).
There was concern students were not getting out of the remedial classes and into transferlevel courses, so states wanted to work to fix this problem. In a study looking at 57 community
colleges in seven states, it was discovered that only 17% of students who placed three levels
below transfer in math completed the developmental courses they needed in three years
(Adelman, 1999; Adelman, 2006; Arendale, 2010; Braxton, et al., 2013). After complaints that
too many students get bogged down trying to complete those pre-transfer level requirements and
then do not graduate because of the additional units of remedial courses they have to take before
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even getting to required units, schools wanted to make sure students were able to reach their
educational goals (Attewell, et al., 2014).
Likewise, Bahr (2012) found students “who began the writing sequence at lower points of
entry were more likely to delay their first writing course than students who began at higher
points” which can also lead to delays in finishing school if students finish at all (p. 685).
Additionally, Bahr (2012) said students who delayed taking these courses were also more likely
to: fail them when they did take them; not continue in the remedial sequence at the school; and if
they did try the next step in the remedial sequence, they were more likely to delay taking the next
class instead of taking it the semester or quarter directly after the first class. An additional
challenged was found by Bahr (2007) who discovered the need for remedial English makes it
harder for students to do well in remedial math classes. He revealed students in the lowest levels
of remedial math were not very likely to get through remedial math sequences successfully even
if they were not students in the lowest level of English remediation. Students in very low levels
English courses who are in the lowest level math classes are very unlikely to get through
remedial math sequences successfully (Bahr, 2007).
Students getting trapped in remedial sequences of courses in any subject for too long is
seen as an issue because:
The traditional system of developmental education has negative side effects (at the very
least, developmental coursework takes time and resources and may discourage students)
which, when considering the developmental population as a whole, tend to balance out its
positive effects. (Bailey, Jaggars, & Scott-Clayton, 2013, p. 2)
Given this, Bailey et al. (2013) highlight that they do not think developmental education should
be eliminated, but they think it should be revised so students can get the support they need more
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efficiently and in a way that is not as likely to keep them in an endless cycle of classes that do
not count towards graduation.
Another concern about the remedial sequences is the amount of time students spend in
these classes leads to students not completing their coursework. “Fewer than half of community
college developmental education students complete their assigned remedial sequences—and
many fewer do so among those students assigned to multiple levels” (Bailey, et al., 2013, p. 7).
This becomes an issue for a variety of reasons. One reason is then the students do not complete
what they came to the college to do, and the schools do not know where the students end up or
what they do with their lives. This is concerning for a system of education whose mission
includes the idea of wanting to make the future better for its students. Will their futures be better
without the education they originally desired?
Unfair Testing
Researchers believe many students could possibly do fine in a college-level courses, but
they are not as good at testing as others, get very stressed for tests, could be sick on the test day,
or have other issues that cause them to not do well on placement tests, so they end up in remedial
courses (Jaggars & Bickerstaff, 2018). To help with this issue, in the 2000s, many schools began
to look at other ways to determine the classes students would have to take. One method schools
developed is offering students review courses before they take the placement exam(s) or after
they have taken and failed the test(s). This way students can review the material before they test
or before they retest (Bailey, et al., 2013; Jaggars & Bickerstaff, 2018). Though schools have
never been able to require students to take remedial courses in California, many students did not
know that when they got their course recommendations after placement testing, and many
students did not know schools generally had a process for appeals concerning their placement in
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developmental courses. Also, many schools do not adequately explain the purpose or
ramifications of the tests, so students do not realize how seriously they have to take them
(Bailey, Jaggars, & Jenkins, 2015). If students knew they could be in three semesters of
coursework before they get to transfer-level, it is possible they would approach the tests
differently. That does not mean they would necessarily do better on them, but they would at least
realize the high stakes of the tests going into them.
Bailey et al. (2015) also noted that because students are placed in these courses by test
scores, comparing students who scored higher versus those who score below college-level to
start with is not fair or accurate when looking at data. The authors continue to criticize the fact
that cut-off scores used in tests mean students could be very close or very far from the cut-off,
but they would place in the same classes though their skillsets could be different. Bailey (2008)
also suggests that students who have cutoff scores just below the requirements would be fine in
college-level classes and would be more likely to succeed if they took the higher-level class.
Bailey et al. (2015) argue that when data is used to compare students who were college-ready or
close to being ready with students who were further from transfer-level work, the comparison is
not equivalent, so conclusions drawn from that data is not valid (Bailey et al., 2015). This means
schools could be looking at the scores in ways that do not accurately measure students’ skillsets.
In his research, Bailey (2008) also talks about the variety of placement tests schools give
to students and how what they measure of students’ abilities can vary. Surprisingly, he also
explains schools can pick the cutoff scores for placement themselves, so this means a student
may place in a lower or higher-level class depending on the school where they test (Bailey, 2008;
Saxon & Boylan, 2001). Though some states have mandated scores for consistency, not all have,
and the attempt to do this has been fought by faculty because they do not think all schools align
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in terms of student standards (Bailey et al., 2015). These issues leave students at a loss for what
they need to do and why they were told they do not have the skills required by colleges despite
graduating from high school.
There is also frustration with placement tests because they are only looking for specific
skills and not all the skills a student needs to do well in college. Without gauging college skills
on the tests, students may do well on placement tests but still may not have basic knowledge and
skills to navigate college (Bailey, et al., 2015). Another concern about placement tests is that
they do not provide information to instructors about what a student’s weaknesses are and what
type of developmental work might be best for them, so taking the tests does not provide
professors any feedback that would be useful for working to help students in their classes.
Discrimination in Testing
Besides having issues with testing in general, there are racial issues with testing leading
to placement because “… African American students are significantly more likely to enroll in
college remedial courses than are white students with the same academic skills and preparation
and social background” (Attewell, et al., 2014). Though there is not enough data to know if
Black students are being told they have to take these classes or if they are choosing to take them
on their own, the fact remains this is an alarming piece of information.
This concern about inequity in placement among ethnicities and races is further
elaborated on by Brathwaite and Edgecombe (2018) who note the “completion gap…between
white students and black and Latino students in a California community college district is
explained by differences in level of placement” (p. 22). Furthermore, socioeconomic status and
gender can also lead to unequal placement in developmental courses. In Brathwaite and
Edgecombe’s (2018) study, they found that with multiple measures being used for placement,
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Pell Grant recipients were placing into transfer-level English at a rate of 15% and women are
more likely to place into college-level English by 5% (p. 23). Other researchers argue, “Despite
their open-access mission, then, community colleges may inadvertently reinforce the
stratification of educational opportunities by diverting low-income students from bachelor’s
degrees” (Hodara & Jaggars, 2014, p. 246).
These are race and income concerns about the democracy of community colleges and if
these schools are still working the way they were intended as open access institutions. The
placement tests can discriminate based on race, income, and gender, so they limit the access to
certain classes for students who need remediation work.
Need for Other Skills to Succeed
Students may also place into college-level work due to these tests, but then those students
might find themselves struggling in the classes because they lack other proficiencies like time
management and study skills that are needed to be good students. For example, skills like
“metacognitive skills, critical-thinking skills, and levels of academic motivation” are not
measured, and they can be even bigger predictors of success than academic skills (Bailey, et al.,
2015, p. 127). Therefore, the students might be in a transfer-level course, but they still might not
pass because of other proficiencies they lack beyond academic talent (Bailey, et al., 2013).
Moreover, Bailey, et al. (2015) explain that students who placed at the developmental level did
not do worse than other students when attempting higher level courses, so it may not be skills in
subjects but other college skills that matter more for student success.
One problem for students coming from high schools is, “Because colleges have not
clearly articulated the skills that students must possess to be college-ready, students are
blindsided when they are placed into remedial courses, and high schools don’t have a clear
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benchmark for preparing students for success” (Vandal & Wellman, 2011, n.p.). Besides issues
for students coming from high school, often students come to community colleges years after
they have had any formal schooling. This means the math and English skills they are tested on
may not be something they have retained since they first learned the material, and this can cause
them to be placed in remedial courses when a quick refresher of some sort (review sessions, an
intensive course over a few weeks before the semester, etc.) might help them remember the
information to successfully pass the test and place into college-level classes (Vandal & Wellman,
2011).
Money/Cost to Schools
The early 2000s saw public universities eliminating remedial courses and having students
that needed those courses take them at community colleges, and 100% of community colleges
offer developmental classes (Brothen & Wambach, 2004; Attewell, et al., 2014). State
governments began expressing concern about the number of students in remedial courses in
community colleges especially, and they also were concerned many of these students did not
pass the classes and ended up having to repeat them. Upset at the amount of money being spent
on remedial education, state governments began tying funding for schools to student success and
retention rates. Various organizations have given schools grants to help students in remedial
classes succeed, and schools began trying programs like acceleration to move students through
remedial sequences faster in an effort to retain those students. Furthermore, paying for basic
skills coursework at the college level is seen by the public and some in the government as having
to “pay a second time for students to learn what they should have learned in K-12” (Offenstein &
Shulock, 2011, p. 167). This frustrates them and makes them wonder why colleges are getting
money to teach these courses when these are skills that should have already been learned. It also
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makes people wonder why high schools are passing students who do not have basic skills in
English, reading, and math.
Other researchers argue it costs too much money to offer developmental courses with
very little student success which means the classes are not worth it, but Goudas & Boylan (2012)
argue developmental classes are only 2% of the budget, so that is not substantial enough to cause
concern about having a financial impact in schools. Instead of 2%, others say schools generally
only spend 1% of their budget on remediation for both freshmen and “returning adult students”
(Breneman & Haarlow, 1998, p. 8; Institute for Higher Education, 1998; Brothen & Wombach,
2004; Bailey, 2009). However, more recently The Bill and Melinda Gates Foundation estimated
the cost of remedial education to be $2.3 billion a year, and the Institute of Higher Education
concedes that their original estimates may be off, and it may be closer to 2% of schools’ budgets
spent on remediation (Institute for Higher Education, 1998; "Getting Past Go", 2010). Saxon and
Boylan (2001) found remedial costs are the same as or less than the revenue the schools bring in
from these classes, so the schools do not have to spend extra money for the classes and they “pay
for themselves” (Saxon & Boylan, 2001; Brothen & Wambach, 2004, p. 17). Saxon and Boylan
(2001) also highlight that community college remedial classes generally get revenue instead of
lose revenue from these classes and given this information and that there are so few studies on
the costs, they suggest large-scale changes to remedial education should not be based on finances
alone.
Money/Cost to Students
Another concern is that though remedial courses do not count towards units needed for
graduation, they do count towards financial aid limits, so a student might reach their maximum
amount of aid before they have even gotten to transfer-level work. This will also cause students
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not to complete their coursework because they have run out of funds (Bailey, 2008; Bailey, et al.,
2013). Or, if a student is not on financial aid, they may not take all the classes they planned
because they paid for developmental classes first.
For low-income students, those who have work or family responsibilities, or students
who may be on time-limited financial aid, the requirement to take extra courses is especially
perilous. These students are caught in a dilemma:
They may need remediation and may not be able to finish their college programs without
such classes; but the extra time required, the drudgery of many courses…and the lack of
any connection to their academic or vocational ambitions may knock them out of college
altogether. (Grubb, 1999, p. 175)
This means students may have only mastered “basic skills” which will benefit them, but if they
leave college at that point, those skills will probably not be enough to get a job that will enable
them to flourish in the career they hoped for when they started college. This also means many
students may have too many other responsibilities to have time for remedial courses; they need
to get their certificate or degree and start working as soon as possible, so the students may leave
school without the qualifications they went in for and without the skills to get the job they hoped
for because of their need to earn money sooner.
It is estimated “that each developmental course costs students $3,000 and adds $1,000 in
student loan debt” (Valentine, Konstantopoulos, & Goldrick-Rab, 2017). This is money students
do not always have, so they often will choose not to incur the cost or debt and will instead leave
school. Additionally, Breneman and Haarlow (1998) say students in remedial classes have
economic costs because of their inability to get higher paying jobs because of their need for
remediation. Bailey (2008) reiterates that these classes mean students are not getting into higher
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paying jobs as quickly as students who do not need pre-transfer level classes, so it is a financial
cost to students because they are not yet earning the money they could after they get a degree.
The Community College Mission
Given the emergence of the need for community colleges, it is significant to look at their
missions in relation to remedial courses. No matter what the state or individual college’s mission
is, “Community colleges have an implied social contract with the public to act as ‘the people’s
college,’ serving whatever are the local and perhaps regional needs, and fulfilling this contract
requires deeply understanding each individual college’s mission(s) and enacting it strategically”
(Amey, 2017, p. 95). This is noted to highlight that no matter what changes are occurring in
schools and the way these schools help students, the fact remains they are open-access
institutions that need to serve the community where they are located. Ayers (2017) highlights
that mission statements for community colleges serve a few purposes: to act as advertising and
outreach for the school, to make people in the community and local government aware of what is
done at the school, and to help dictate the plans and budget in order to achieve the school’s goals.
The California Community College Mission
Though community colleges were established in California in 1907, it wasn’t until 1973
when they began creating mission statements using Peter Drucker’s idea for management and
translating his idea into higher education in order for schools to distinguish themselves from each
other (Beach, 2010; Ayers, 2017). According to the California Community College Chancellor’s
Office, “The mission of the California Community College Board of Governors and the
Chancellor’s Office is to empower the community colleges through leadership, advocacy and
support” (California Community College Mission, 2019). They continue on to state that their
vision is: “…of a better future for Californians by exemplifying exceptional leadership, advocacy
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and support on behalf of the community colleges. Their guidance provides access to lifelong
learning for all citizens and creates a skilled, progressive workforce to advance the state’s
interests” (California Community College Vision, 2019, n.p.). There is an emphasis on the
schools being for everyone and includes lifelong learning for everyone in the state.
Community College Faculty
Faculty are at the heart of the community college mission as they are the ones responsible
for helping their students learn and advance. Additionally, they are the people who need to enact
policies their administration gives them based on what the state is telling them to do. Since this
research will look specifically at faculty and AB 705, it is also essential to consider information
about the faculty at community colleges.
With community colleges originally starting as part of high schools, the requirements of
full-time faculty come from state educational codes. These contractual requirements might
include preparing the classes and continuing professional development (Aguilar-Smith &
Gonzales, 2021). Additionally, faculty might be responsible for, “Mandated on-campus hours for
faculty members, assigned teaching schedules, textbook selected by committees, and obligatory
attendance at college events” (Cohen & Brawer, 2014, p. 80). Today, there are about 350,000
faculty members at community colleges in the United States, and of those faculty, about 58% are
part-time (Aguilar-Smith & Gonzales, 2021; Finley & Kinslow, 2016). Part-time faculty
outnumber full-time faculty because they cost less, but schools with more full-time faculty have
higher rates of retention of students (Smith, 2010; Cohen & Brawer, 2014). However, since
adjuncts are cheaper to schools, they hire more of them than full-time faculty.
Generally speaking, in the United States the community colleges have more female than
male teachers, those instructors have at least a master’s degree in the subject they are teaching or
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else they have “equivalent experience in the occupations they teach,” they do not do as much
scholarly research and writing, and they usually teach between four and five classes a semester if
they are full-time (Cohen & Brawer, 2014, p. 81; Finley & Kinslow, 2016). Though originally a
master’s degree was preferred because schools felt a doctorate only prepared faculty to research
and not teach, the percentage of community college faculty with doctorates went from less than
4% in the 1920s to “19 percent of full-time and 14 percent of part-time instructors” by 2003
showing that doctoral schooling can help with teaching (Cohen & Brawer, 2014, p. 84).
As with every job, there are benefits and complaints. For community colleges, some of
the generalized benefits and disadvantages are explained here:
Compared with university faculty, community college instructors are more satisﬁed with
their salaries, the reputation of their departments and their institutions, the time they can
spend with their family, and their social relations with other faculty. They are less
satisﬁed with the quality of their students, teaching load, rigidity of their work schedule,
and opportunities for scholarly pursuits and professional recognition. (Cohen & Brawer,
2014, p. 100)
This means the faculty who choose to teach at the community college enjoy many benefits, but
they are also stiving to deal with challenges that come with their jobs.
Community College Students
Due to the open access for all people responsibility, community colleges tend to have
more diverse students than universities and private colleges. The diversity seen is in ethnicity,
race, and socioeconomic status among other demographic characteristics. There are many
different goals for attending these schools with some students taking classes to transfer to a
university while others are taking classes for a certificate, an AA degree, or for personal
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enrichment. In fall of 2017, 49.6% of the higher education institutions in the United States were
public two-year colleges, and 43% of them were Hispanic Serving Institutions (HSI) (“HispanicServing Institutions: 2018-19,” 2018; Baber, 2019). Being an HSI means the school has at least
25% of their enrollment consisting of Hispanic students who are full-time undergraduates (“Title
V Developing Hispanic-Serving Institutions Program - Definition of an HIS, 2016). In 2017,
associate degrees were awarded to 57.3% women, and 55.1% “were awarded to Whites,
followed by 19.5% to Hispanic or Latino students, 12.3% to Black or African American students,
5.0% to Asian students, 0.9% to American Indian/Alaskan Native students, and 0.2% to Native
Hawaiian/Pacific Islander students” (Ginder, et al., 2018; Baber, 2019, p. 209). This information
gives an overview of community college students in general.
California Community College Students
As this study takes place in California, it is also important to consider the student
demographics at students in community colleges in this state. The California Community
College system has over 2.1 million students in their 116 colleges, and of the 116 community
colleges in California, 104 of them were Hispanic Serving Institutions as of fall 2018, and the
eight community colleges in San Diego County are HSIs (California Community Colleges
Chancellor’s Office, 2019; “Hispanic-Serving Institutions: 2018-19,” 2018). Of the over two
million students in California community colleges, 44.54% are Hispanic, 25.88% are white,
11.56% are Asian, 5.9% are African-American, 4.77% are unknown, 3.82% are multi-ethnicity,
0.43% are Native American, and 0.41% are Pacific Islander (California Community Colleges
Chancellor’s Office, 2019). Almost half of the students in California community colleges are
over age 25 with 53.6% of them being female (California Community Colleges Chancellor’s
Office, 2019).
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Looking at the overall ethnicity/race data for California community college students in
comparison to the eight colleges in San Diego County, the numbers are similar to the state
average. Additionally, the state of California and the San Diego County 2019 demographic
information shows that white and Hispanic or Latino are the highest racial group percentages of
the population in the state which is also reflected in the community college enrollment
(“QuickFacts: San Diego County, California; California; United States,” 2019).
History of the California Community Colleges and their Acts, Bills, and Movements Which
Influenced Remediation
Given the history of and the many sides of the issue of remediation work in higher
education, I will now outline the laws and initiatives that have been implemented over the years
which have led to AB 705. This is done to consider how community colleges in the state of
California started and what revisions have been made to them in an effort to encourage open
access schools while promoting student equity and success.
Upward Extension Law (1907) Assembly Bill 528 (1907)
Though there is some debate as to the origin of California community colleges, they were
originally seen as a continuation of high school, and in 1907, “California was the first state to
develop and fund a network of public junior colleges” (Brubacher & Rudy, 2997; Douglass,
2007, p. 11). William Rainey Harper created the first junior college in Illinois, and upon talking
to people at Stanford College and University of California Berkeley, they took the junior college
information Harper gave them to form their own junior college system in California. At this
time, high schools were covering college preparatory education, but Alexis Lange, a professor
and Dean of the School of Education at Berkeley who is called “the father of the California
junior college movement,” took the idea of junior colleges to the state Senate where State
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Senator Anthony Caminetti authored the Upward Extension Law (Butts & Cremin, 1953; Witt,
1994; Beach, 2010, p. 71).
Though many high schools were offering college classes already, the state passed the
Upward Extension Law to formalize what was happening and added more oversight (Witt,
1994). Furthermore, the Law helped make the school system “more unified, more consistent with
the needs of the people who make them possible. Equal educational opportunity for all must not
be a mere theory, as in the past, but a fact. Ours must be a system functioning for the greatest
social efficiency for all the citizens of the state, and not for just a few” (Gray, 1915, p. 468). The
Law also said high schools “may prescribe postgraduate courses of study for the graduates of
such high schools…which course of study shall approximate the studies prescribed in the first
two years of university courses” (McLane, 1913, p. 162; Eells, 1931; Butts, 1953; Witt 1994).
This Law “formally allowed California high schools not just to prepare students for college but
also to offer a junior college curriculum that was the equivalent of first- and second-year undergraduate courses at the University of California” (Beach, 2010, p. 71). In passing the Law,
California became the first state to begin to figure out how junior colleges would work in their
higher education system as a means for helping to prepare students before they continued on to a
university, and it laid the groundwork for what was to be developed for the community college
system in the state. However, this initial law did not help with funding the junior colleges.
For the next 14 years, California formed 18 junior colleges mostly housed on high school
campuses that worked with the state’s universities to accept junior college students upon
completion of their education at those schools (Beach, 2010). It was in 1910 when the Associate
of Art (AA) degree (known as the “junior college certificate”) began, and it meant a student
would be able to transfer to Berkeley and other UC schools automatically as a junior (Douglass,
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2007, p. 36; Beach, 2010). Given the agreement to accept students with an AA at the University
of California (UC) schools and to ensure the quality of the junior colleges, the junior colleges
had to be accredited by faculty from the University of California.
In 1910, Fresno began the first junior college in California, and it focused on vocational
education and courses for transfer to the university. By 1912, there were four more junior
colleges in the state (Eells, 1931; Douglass, 2007; Beach 2010). The junior colleges were seen as
a way to reach students who did not live near the universities which were only in Palo Alto,
Berkeley, and Los Angeles originally, and this also offered opportunities for schooling to
students whose parents might not want their child to go to school far from home to live at these
universities. Additionally, students who might not have had the money to travel from home and
live away from home were able to access community colleges which opened up higher education
to more people (McLane, 1913; Gray, 1915; Eells, 1931; Witt, 1994; Brubacher & Rudy, 1997;
Beach, 2010).
Furthermore, the junior colleges were seen as a way to provide vocational training to
students and have professional training occur at universities. Alexis Lange also saw junior
colleges as a way to keep universities as places “only for those students who were ‘capable of
carrying on university work’ and that the remainder of the aspiring, yet ‘incapable’ California
population would be ‘den[ied] admission’” and could attend junior colleges instead (Beach,
2010, p. 74). However, others saw junior colleges as having two purposes – preparation for the
university and as a terminal education leading to a specific career (Witt, 1994).
A report in 1937 indicated that 80% of junior college students did not continue to
universities, so this justified the need for junior colleges to be separate from universities and for
the schools to have different roles (Beach, 2010). Though it would not be until 1960 that
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California formally adopted the structure of three different roles of state schools of higher
education, in the 1930s community colleges “seemed to offer democratic equality and
meritocratic opportunity to new generations of high school graduates, it also structured a socially
efficient and hierarchically tiered system of higher education that would constrain social mobility
of lower-class, non-white, and immigrant students” (Beach, 2010, p. 74). This highlights the
early inequities seen in how students were treated in higher education that have led to many of
the policies that will further be discussed in this chapter.
Ballard Act (1917)
Though a previous attempt to fund junior colleges was made by the state of California in
1909, it wasn’t until the Ballard Act in 1917 that money was allocated from the state and
counties for junior colleges. This act also “introduced the use of the words ‘junior college
courses’ for the previously stated ‘post-high school or postgraduate courses’” (Winter, 1964, p.
5; Witt, 1994; Beach, 2010). The Act set up a yearly amount that would go to each school and
then distributed money based on student attendance on a daily basis. The schools also received
funding from taxes and the fees that were placed on nonresident students (Beach, 2010).
The Ballard Act also dictated the amount of money schools would get, what was required
for schools to establish junior colleges, defined what was required in terms of units for students
to graduate, and it outlined the types of classes the junior colleges could offer (Winter, 1964;
Witt, 1994). Additionally, the act required that classes “had to be approved by the State
Department of Education before any state funds could be given the school” (Winter, 1964, p. 5).
This Act’s granting of funding to community colleges resulted in five more such schools to form.
Junior College Act and the Smith-Hughes Act (1917)
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The Junior College Act of 1917 deemed junior colleges to be part of the secondary school
system in the state of California (1917 amendment to the California State Political Code: Chapter
304). This Act set the requirement of 60 credit hours to graduate, and the courses could be
offered at high schools or at local junior colleges (“1917 Amendment to the California State
Political Code: Chapter 304,” 2019). The attendance of students in classes at a college was
counted towards attendance figures for the high school district where the junior college was
located. To figure out funding, the district superintendent needed to include the junior college(s)
located in the district as well as the high school(s) (“1917 Amendment to the California State
Political Code: Chapter 304,” 2019).
The same year, the Smith-Hughes Act was passed and gave vocational education
programs federal money to ensure schools participated in vocational programs which also meant
junior colleges were actively involved in helping to educate students for careers that required
vocational degrees (CA Dept of Ed, 2007; Baber, 2019). This movement helped the existing
junior colleges to expand and further develop their role with specific goals and purposes in the
California higher education system.
The District Junior College Law of 1921
This was passed to amend the Ballard Act and had the community colleges form
“districts to fund and administer junior colleges” (Eells, 1931; Witt, 1994, p. 52). These districts
were formed by high school districts or, if there was not a high school district in the county, they
could form a junior college district. This new Law also required a certain value of real estate, a
certain population, and specific “average daily high school attendance” for a junior college
district to be formed (Eells, 1931; Witt, 1994, p. 52). The law dictated the amount of money the
state would provide the district, and it also led to the districts creating their own boards of
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education. It was responsible for seven junior college districts forming within two years. With
this new funding, the Law led to high schools moving away from housing the junior colleges and
instead the junior college districts started their own campuses (Witt, 1994). Additionally, the law
allowed the UC schools “to inspect affiliated junior colleges and dictate their teacher
qualifications” (Eells, 1931; Witt, 1994, p. 53). This was done to make sure qualified teachers
were helping students who would be transferring to universities.
1929
An unnamed law was passed in California in 1929 which required districts to have more
money than in the 1921 Act in order to start a junior college. The 1929 law also set average daily
attendance of students for the first two years of a new junior college district (Eells, 1931).
The Carnegie Report (1931)
The governor and state legislature of California wanted a study done on the state’s system
of higher education, so the Carnegie Foundation for the Advancement of Teaching was hired.
The final Carnegie Report specifically talked about junior colleges saying they:
…gave a wholly admirable description of the work being done by the junior colleges at
that time; it characterized fairly some questionable practiced in higher education; and it
presented a constructive theory and plans for the future development of a junior college
program. (Seashore, 1940, p. 21)
This was the start of the state really looking into the junior colleges and deciding the path the
schools should take in the state’s higher education system. The Report stressed the fact that
junior colleges were a higher and final stage of high school with “the dominate purpose…is
general to all purposes of civilized life insofar as different students wish to or can achieve them”
(Seashore, 1940, p. 21). They saw the curriculum at junior colleges as being for: social
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intelligence; core curriculum such as literature, languages, music, and visual arts; university
requirements; vocational courses; pre-professional study; pre-academic study; and adult
education. The Report also noted that the time for experimenting with the junior college needed
to end and the policies for the schools and their organization needed to be formalized. It was
suggested that the state should form a new Board of Education for the junior colleges to work
with the University of California to make sure these schools were helping their students as
effectively as possible (Seashore, 1940).
George-Deen Act (1937)
“Community colleges have long functioned as the most responsive academic entities to
local economic development needs” (Yarnall, 2014, p. 250). Part of the need of local
communities is skilled workers, so the George-Deen Act continued reiterating the importance of
vocational education in community colleges. It gave federal money “to institutions that offered
preparatory courses for employment in industry versus regular liberal arts college courses” (Witt,
1994; Cohen, 2001; Cohen & Brawer, 2014; Baber, 2019, p. 207). By giving community
colleges this funding, the idea of higher education open to all people was also reiterated as
something the government saw as an important role of these schools in order to help local
economies.
The Truman Report (1947)
In 1947, there were 600 junior colleges in the country that were “confused in mission and
faced an uncertain future” (Quigley & Bailey, 2003, p. xii). The Truman Report was released
that year and encouraged the idea that more students should be able to receive a higher
education, and in addition to creating more community colleges, these schools also needed take
on more functions and would be considered attending school through the 14th grade-level. This
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also meant these schools should be free like high schools, and the authors of the Report realized
the financial help should not just be for tuition but also for necessities students required for
classes and living in general so they would not have to drop out for financial reasons (Thelin,
2014).
The Report specifically notes, “Whatever form the community college takes, its purpose
is educational service to the entire community” (Zook, 1947, p. 67). The hope of the authors was
that these schools would help people who might have had limitations on higher education due to
“geographic and economic barriers” to now have a chance at some form of education after high
school (Zook, 1947, p. 67). In addition, the Report “called for the full availability of educational
opportunity to Americans regardless of race, gender, religion, or economic status…to be fulfilled
by the junior college/community college” (Baber, 2019, p. 207). This continued the idea that
community colleges should be open to anyone who wants to attend them and barriers to access
needed to be removed.
The Report also envisioned that these schools would help with adult education, general
education, and vocational training in their respective communities. The authors felt community
colleges should offer education in ways other institutions did not so classes could be accessible
to more people; for example, offering night classes for people who work during the day was
recommended (Zook, 1947). The authors believed opening more community colleges would
allow a larger number of people who may not have considered higher education before to
consider it now because now classes would be cheaper, more geographically accessible, and
available to people in their community.
Donahoe Act – 1960 (The California Master Plan for Higher Education)
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Switching from the name junior colleges to community colleges by the 1960s, California
began working on their community college system more when the Donahoe Act (also known as
the California Master Plan for Higher Education) became a law on April 26, 1960 (Donahoe
Report, 1960; Douglass, 2007; UC Institutional Research and Academic Planning, 2017). This
Act was in response to the large number of people moving to the state and the desire of the
government to make sure there was some order to the new schools opening in response to the
population boom (Grenier, 1990).
Mainly, this Act helped distinguish the public systems of higher education in California
from each other by naming three sections of the system. One of the distinctions of higher
education in the state was the naming of the University of California system as the “primary
academic research institution” from undergraduate through all levels of graduate studies which
would accept the top students in their high school classes. A second distinction in the higher
education system in the state was the California State University (CSU) system focusing on
graduate and undergraduate education with only the ability to award four specific doctoral
degrees. The CSU system would accept a larger percentage of graduating high school students
than the UC system. The final distinction in California’s system of higher education is the
community colleges which were not to go past the 14th grade of education. Their intent,
according to the California Master Plan for Higher Education, was to provide lower division
courses for transfer, general education, remedial noncredit, and workforce training instruction.
The desired effect was the community colleges would help California to grow economically and
to be a competitor in the global market (California Community Colleges Chancellor’s Office,
2019).
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The Act allowed for state money to build community colleges instead of funding just
coming from the district where schools were located. The state also limited the percentage of
students who could “be admitted by exception at the freshman level” at the universities in order
to get more students to attend a community college before heading to the university (Douglass,
2007, p. 81).
Additionally, it was also dictated that residents of California would be able to go to a UC
or CSU if they fulfilled specific requirements, and students transferring into one of those systems
from a community college would “be given priority over freshmen in the admissions process
system” (UC Institutional Research and Academic Planning, 2017).
The Act also stressed the extreme importance of affordability of the schools for students.
With the Act, the state hoped to etch out goals and missions for each system as distinct from the
others to show the importance of each system. Additionally, the Master Plan helped with
community college growth because, since 1960, there have been 50 more schools added to the
California Community College system (UC Institutional Research and Academic Planning,
2017).
Given the Master Plan has been around for over 50 years, there is criticism that it does
not address the educational needs of the 21 st century and really only looks at the division
between schools and not the actual needs of the state in terms of education (Burdman, 2009).
Given this concern, there have been many other laws and initiatives enacted since the plan first
came out in an effort to continue helping students as times change. The following initiatives and
acts are ways that people and the government have tried to help students who are not yet ready
for college-level work.
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Vocational Education Act of 1963
The Vocational Act of 1963 was of importance to community colleges because it gave
more money to them to help with vocational programs. There was money for “equipment grants,
curriculum development, and programs for economically disadvantaged and physically
challenged students” (Witt, 1994; Cohen, 2001; Cohen & Brawer, 2008; Baber, et al., 2019, p.
207). This furthered the idea in the country that community colleges should be open for anyone
who wanted an education beyond high school, and this also meant there could be more students
coming to the schools needing remedial work.
Learning Communities (1960s)
A way schools began helping students succeed was with Learning Communities which
began in the 1960s and picked up momentum in the 1990s as a system where students take
multiple classes together. The instructors of the classes work jointly to create “curricular
coherence; integrative, high-quality learning; collaborative knowledge-construction; and skills
and knowledge relevant to living in a complex, messy, diverse world” to further help students
succeed (Lardner & Malnarich, 2008, p. 32).
As Learning Communities have continued, “Researchers have been particularly
enthusiastic about learning community formats for remediation” (Bailey, 2009). Given the nature
of students having multiple classes together in this matter they “…persist in their studies if the
learning they experience is meaningful, deeply engaging, and relevant to their lives…” (Lardner
& Malnarich, 2008, p. 32). Therefore, students in learning communities are shown to continue
throughout academic course sequences because, as a study by Parsley, Tino, Goodsell-Love, &
Russo (1999) found, students felt like they found friends and support which is often hard to do
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the first year, and they also got help with navigating academics and the social structure of
college.
Learning Communities were thought to be helpful with remedial students in the
community college especially because they help students build support systems and get resources
to help navigate their way through the college system. These are skills many students lack, and
having this type of support can help developmental students persist from semester to semester
when they might not otherwise because of a lack of support.
Educational Opportunity Program (1964)
The first Educational Opportunity Program (EOP) began in 1964 at Berkeley in an effort
to help low-income students. These students would go to campus in the summer starting in at
least eighth grade (if not earlier) and engage in programs that would help them understand
college in general, the school itself, counseling, and they would work on some courses that
would prepare them for higher education (Douglass, 2007). Other UCs also began running EOP
programs with the hope they would help students who might not have a chance to go to Berkeley
otherwise, and by doing so, the school would interest the students enough that they would want
to go there when the time came for them to attend college (Douglass, 2007). This program
“specified that students selected should have substandard academic performance as well as lower
socioeconomic status” (Maxwell, 1997).
Though EOP expanded beyond Berkeley and is for students at both the college and
university levels, since remedial classes are often disproportionately made up of low-income
students who are not always college-ready, this program has been seen as a way to help students
succeed in that level of coursework enabling them to continue in college.
TRIO (1964)
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As part of the funding from Lyndon Johnson’s Economic Opportunity Act, the Office of
Economic Opportunity and its Special Programs for Students from Disadvantaged Backgrounds
was created, and it was referred to as TRIO. This Act gave money and created programs for
disadvantaged students to attend and succeed in college (McElroy & Armesto, 1998). In order to
participate in TRIO programs, students must be first-generation and how they did in school in the
past is considered. There was continued focus on students who would be most at risk for
dropping out because they are from low-income families, they are recent immigrants, they lack
the ability to speak English, and they come from racial or ethnic minorities (McElroy &
Armesto, 1998). The TRIO program has supported a variety of different programs over the years
including: Upward Bound, Talent Search, Educational Support Centers, and Staff and Leadership
Training Authority (McElroy & Armesto, 1998).
Though TRIO is not just for community college students, these programs were integrated
into these schools in an effort to help students with money and support making them more likely
to graduate having achieved their goals. TRIO can also be seen as a way to help remedial
students because students who qualify for the program are often the students who end up in
developmental courses because of the issues with placement tests.
Higher Education Act (1965 reauthorized 1968, 1972, 1976, 1980, 1986, 1992, 1998, 2008)
The Higher Education Act of 1965 increased funding for higher education in an attempt
to help expand resources for student success (“Do you know TRIO?”, 2003). It aimed to give all
students a chance to seek higher education if they wanted to, and it oversees: “Student-aid
programs, federal aid to colleges, and oversight of teacher preparation programs” (“Higher
Education Act,” 2019). The 1965 Act sought to focus on continuing education programs, college
libraries, helping schools develop, and student financial assistance (Keppel, 1987). This helped
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community colleges with the ability to give their students financial aid and more support during
their time in college. These things all benefited students in pre-college level classes at the
community college.
Learning Assistance Centers 1970s
During the early 1970s, Learning Assistance Centers (LACs) were developed by Frank
Christ of California State University – Long Beach. LACs worked with students at various
academic levels, and they used a combination of tutoring and counseling (Ellison, 1973; Christ,
1984; Arendale, 2014). Some students who took advantage of this learning were students who
needed traditional remedial education. Others who went to the LACs were students who had
failed a class in college and wanted help because they were retaking the class. The LACs did not
have the stigma of remedial courses or tutoring because they were new, and students could also
use these centers to increase skills they had, so they were not seen as negatively since students
with a high degree of competency in a subject could also use them. LACs also helped faculty
members with training to work with students who were not at college level academically, and
they helped centralize resources for students to make it easier for them to access tutoring,
mentoring, and study skill guidance (Arendale, 2002). This was a system used at some
community colleges that helped not just their developmental students but others as well.
Supplemental Instruction (1973)
Supplemental instruction (SI) started in 1973 at University of Missouri–Kansas City and
also became a way to support remedial students (Arendale, 2002). Led by a tutor, a former
student in the class, or the instructor, the goal of these sessions is to give very explicit help for a
course to students instead of one-on-one help with just an individual issue (Blanc, DeBuhr, &
Martin, 1983; Maxwell, 1997; Rutschow & Schneider, 2011; Bers, 2018). The goal of SI is to
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help students to pass their developmental courses, so they are more likely to continue their
education at the community college or university. “The data shows that students who participate
in SI are less likely to drop the targeted course and therefore more likely to persist” (Stone &
Jacobs, 2006, p. 23). There is not really any research to show if SI is an effective intervention
because it is usually a struggle to get schools to offer it due to the challenge of finding people to
run the sessions and the resistance students have in taking any extra classes (Bers, 2018).
However, these sessions when used are seen as a way to help students at all levels and especially
the students taking pre-college level classes at the community college because they are given
extra course-specific assistance.
Education Code Article 1: Student Matriculation (1976 and 1993)
In 1976, the state of California addressed student assessments tests in the Education Code
(EDC) Title 3: Postsecondary Education, Division 7: Community Colleges, Part 48: Community
Colleges, Education Programs, Chapter 2: Courses of Study, Article 1: Student Matriculation
(enacted in 1993). The Code declared that community colleges could only use assessment tests
as recommendations for students concerning the courses they are suggested to take. It was noted
that it needed to be just recommendations of courses, and students could take whatever courses
they wanted despite the recommendations. Also, no student could be denied admission to the
community college based on these assessment exams.
Moreover, the 1993 version of the EDC said it was important that community colleges
work to help students get to transfer-level courses within their first year at the school, and
measures like high school grades and grade point average (GPA) should be used to place
students in courses instead of assessment tests. If a student’s transcript information was not easy
for students or the school to access, then the school could allow the student to report this
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information on their own. Article 1 stresses that schools cannot require a student to take remedial
courses unless they can prove through GPA and high school grades that the student would not be
able to pass transfer-level work without remediation first (EDC, 1976 and 1993). This was an
initial attempt to help prevent students from having to stay in remedial classes for so long they
ended up dropping out of school, and these requirements are reinforced in the passage of AB 705
in 2017.
The 1981 Report of the California Postsecondary Education Commission (CPEC)
In this Report, there was discussion on the “directions and priorities” of the community
colleges as they now had “more than one-third of all college students” in the state (Thelin, 2014,
p. 98). The Report questioned if the original mission of California community colleges, to
provide general education and vocational training for adult students, was what was still needed at
the schools. There were concerns because fewer students were transferring to CSU schools, and
for those who did transfer, only 34% graduated from any school in the system while fewer than
one in three graduated within three years from the school they originally transferred to (Thelin,
2014).
The Report called for the general education courses at community colleges to be
reexamined in light of the fact the CSU system had changed their graduation requirements
(Thelin, 2014). There was concern from CPEC that colleges were making changes without
talking to the CSUs to see what changes, if any, were actually needed in general education
programs at the community college (Thelin, 2014).
Additionally, the Report expressed six major ideas the community colleges needed to
consider regarding their mission: “… (1) overcoming the myth of the ‘two-year college,’ (2)
rethinking open enrollment within open admission, (3) improving articulation with the secondary
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schools, (4) reconsidering student affirmative action, (5) providing remediation, and (6) assuring
transfer” (Thelin, 2014, p. 283). It is important to note that providing remedial support was
considered important at the community colleges at this time, and these goals were all an attempt
to help students to get through college as easily and efficiently as possible.
Seymour-Campbell Matriculation Act of 1986
The Seymour-Campbell Matriculation Act of 1986 gave the Board of Governors power to
oversee “the matriculation services that the community colleges should provide” (Offenstein &
Shulock, 2011, p. 164). It addressed the need for all students in California to have an opportunity
for an equitable education and to give them access to support to help with their success for their
goals (Berger, 1997; California Community Colleges, 2016). This act also reiterates that students
can only be advised into courses based on their assessment results; they cannot be required to
take basic skills classes despite their placement results unless they have “statistical evidence that
prerequisite or corequisite courses are strongly related to success in subsequent college-level
courses” (Offenstein & Shulock, 2011, p. 164). The Act also called for “improved counseling
services and the use of multiple measures in student placement” in an effort to eliminate inequity
in students’ course placement (Hughes & Scott-Clayton, 2011, n.p.). There was a realization that
students needed help navigating their way through the many obstacles they faced in college not
just on the academic side but with counseling and course placement as well which greatly
affected students in developmental course sequences.
Assembly Bill No. 1725 (1988)
Assembly Bill No. 1725 (1988) changed the way the Board of Governors worked and “…
would expressly designate the system as the California Community Colleges.” AB 1725 also
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changed the structure of the Board of Governors and their responsibilities (Assembly Bill No.
1725, 1988). Most notably, AB 1725 stated:
The community colleges - once envisaged as “junior colleges” devoted primarily to
providing middle-class youth with a local option to the lower-division years of college will be called upon for the tasks of retraining workers, teaching English to those recently
among us, providing skills and opportunities for the elderly, providing a second chance to
those who were failed by our secondary schools, and still providing lower division
transfer education of quality and integrity for all who want it. (Assembly Bill 1725, 1988,
p. 8)
This Bill stresses a few key missions of community colleges: for students to get units to transfer,
to teach vocational and technical skills, to teach remedial courses, to teach ESL courses, and to
provide degree and certificate programs that consist of lower division courses (Assembly Bill
1725, 1988).
AB 1725 also said that the three systems of schooling in the state (UC, CSU, and
community colleges) needed to come up with a “common core curriculum in general education
courses and lower division major preparation curricula for purposes of transfer” (Assembly Bill
1725, 1988, p. 2). The Bill continues to stress the importance of remedial courses to the
community college mission in an effort to help students who are not adequately prepared for
college because this schooling is open to all Californians.
Proposition 98 (1988)
Proposition 98 (1988) gave California schools through the community college level
minimum funding. The funds were mostly determined by the growth in enrollment in the K-12
level, and then it was divided among those schools and the community colleges. This means the
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schools are competing for money at all levels, so though the colleges could help the K-12 system
prepare their students better, the colleges saw no incentive to do this because that would require
more money go to lower grade levels meaning there would be less funding for the colleges
(Offenstein & Shulock, 2011). This put schools directly in competition with each other over
funding, so it lessened the desire for them to help each other leading to more issues for students
because the schools were competing for money and not looking out for how to help students.
Instead of finding ways to jointly help students and potentially eliminating the need for remedial
classes in college, the schools stayed singular in their missions instead of combining their
missions to help with student success (Offenstein & Shulock, 2011).
Student Equity Plans (1991, 1992, 1996, 2002)
In 1991, the state of California declared they wanted schools at all levels to work on
equity so “each person…has a reasonable chance to fully develop his or her potential”
(California Code, 2019, n.p.). By 1992, the state required schools to have equity policies to get
their state funding (California Community Colleges Fact Sheet, 2017). In 2005, 109 California
Community Colleges gave Student Equity Plans to the Chancellor’s Office with the idea that
equity in education is related to the completion rates of students in basic skills courses (Illowsky,
2008). Money has remained available to schools though the Student Success and Support
Program (SSSP) as long as they keep a student equity plan (CA Community Colleges Fact Sheet,
2017). This in another way it was reiterated that developmental coursework is important in the
mission of community colleges.
Achieving the Dream: Community Colleges Count (2004)
Achieving the Dream: Community Colleges Count was an initiative started in 2004 by
the Lumina Foundation for Education to help student success and outcomes around the country.
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Their goal is: “To lead and support a national network of community colleges to achieve
sustainable institutional transformation through sharing knowledge, innovative solutions and
effective practices and polices leading to improved outcomes for all students” (Achieving the
Dream, Inc., 2019, n.p.). The schools participating go over transcripts to look into the groups of
students they need to work with the most in order to help with improving their chances of
success in college by working to fix problems and come up with institution-wide reform.
The initial schools that participated mainly worked on revising their developmental
education approach and many worked to accelerate the developmental courses they offered
(Zachry, 2008). The developmental courses were seen as one of the main issues that needed
institutional change, and another initiative was created out of this a few years later because of the
need for remedial work.
The Basic Skills Initiative (2006)
The Basic Skills Initiative (BSI) began in 2006 and was funded by the California
Community Colleges Chancellor’s Office as a faculty-driven initiative. “The goal of the BSI was
to improving [sic] student access and success” (Basic Skills Initiative, 2009, n.p.). Schools were
awarded money to help their students improve their basic skills in areas like English, English as
a second language (ESL), math, and reading. In addition, schools received money to train faculty
and staff to help basic skills students (Basic Skills Initiative, 2009). With a $30 million yearly
budget, it worked to suggest best practices, assess what was and wasn’t working in the schools
and the way institutions were addressing basic skills, and professional development to help
instructors with teaching these courses (Offenstein & Shulock, 2011).
In 2006, the Board of Governors also changed the minimum English and math
requirements for an associate degree, so the requirements necessitated more from students than
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in the past. This increased the need for BSI work in schools so students could achieve these new
requirements (Illowsky, 2008). BSI was another attempt by the state to help students who were
getting bogged down in developmental sequences while realizing students still needed this help.
Accelerated Learning Project (2007)
A speech by the chair of the Conference on Basic Writing, Peter Adams, in 1992
suggested that students who tested into basic writing classes should be “mainstreamed” into first
year composition courses (Adams, Gearhart, Miller, & Roberts, 2009). This means students
would enroll in their basic skills courses and college-level courses at the same time. Over the
next few years, schools started variations of this type of mainstreaming. One version was the
stretch model where students completed the first-year composition class over two semesters. The
intensive model had the students meet for five hours a week of instruction instead of the usual
three hours. Finally, the studio model had students attend their regular class in addition to a one
hour a week studio where they talked to other students about their writing (Adams, et al., 2009,
p. 59).
These models were the start of an idea that led to the Accelerated Learning Project (ALP)
which began in Baltimore in 2007 to help students who need remedial writing to get through the
classes while also getting college credit for their required composition sequence. “Proponents of
acceleration believe that it can mitigate two problems that plague students’ progress in
developmental education: too many opportunities to quit in the developmental course sequence,
and poor alignment with college-level curricula” (Bailey, et al., 2015). Therefore, this is a model
many institutions in California began to implement in a number of ways like: “paired courses,
compressed courses/sequences, or mainstreaming students in college-level courses with added
academic support” (Bailey et al., 2015, p. 133). The last type of ALP is also called the
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corequisite model and is being featured in many community college English course reforms in
response to AB 705.
With ALP, a few classes in a pre-100 level sequence are put together in a one-semester
course in order to help students get through the remedial education they need faster with the hope
these students will persist in their higher education (Jaggars, Smith, & Bickerstaff, 2018). This
helps keep students from having to take multiple pre-college level courses that do not get them
any college credit which often leads to the students not continuing in school because “…the
longer the course sequence, the more opportunities there are for such ‘giving up’” (Adams et al.,
2009, p. 54-55) Schools want to be sure they do not to lose students due to the long sequences of
pre-transfer level courses, but despite the hopes for this type of student support, “Thus far,
however, there has been limited empirical research on the effects of accelerating students’
progression through their developmental requirements” (Hodara & Jaggars, 2014, p. 248).
Additionally, there are a few main concerns about acceleration: 1. It requires money schools may
not have or may not continue to have to fund these programs. 2. It is unclear if this type of
support actually helps students who place the lowest on assessment tests. 3. Faculty are worried
if students don’t pass ALP classes it will “dampen long-term student success” (Hodara &
Jaggars, 2014, p. 251). Therefore, although this type of remedial help is still being strongly
suggested as part of the California Acceleration Project (CAP), it is still unclear what the success
of this program is until more students have gone through it; however, Cho, Kopko, Jenkins, and
Jaggars (2012) suggest the “success rate is substantially higher for ALP students than for
students first enrolled in traditional, stand-alone developmental courses” (Bers, 2018). Therefore,
schools feel it is worthwhile to continue working with acceleration as a way to help
developmental students succeed.
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Developmental Education Initiative (2009)
An offspring of the Achieving the Dream initiative of 2004, the Developmental
Education Initiative was funded by the Bill & Melinda Gates Foundation and the Lumina
Foundation in 2009. With this initiative:
Fifteen highly diverse community colleges that had been early participants in Achieving
the Dream, a national community college reform network, each received a three-year
grant of $743,000 to scale up existing interventions or establish new ones that would help
students progress through developmental courses more quickly and successfully. (Quint,
Jaggars, Byndloss, & Magazinnik, 2013, p. iii).
The schools looked at ways to change instruction and student support in an effort to help reform
the schools’ approaches to developmental education based on information they had learned while
looking at their school with Achieving the Dream (Quint et al., 2013).
Overall, the schools that participated were able to increase the ways they were working to
fix developmental education, but it was up to the schools to determine the goals of students, so it
was hard to gauge how many students were directly impacted. Additionally, there was a
limitation because the research was based on best practices instead of research showing what
would work best to fix the issues with basic skills work (Quint et al., 2013). So though this was
an attempt to help developmental students at the community college, its impact is not known.
Complete College America (2009)
Beginning in 2009, Complete College America’s (CCA) mission aspired to work at,
“Leveraging our Alliance to eliminate achievement gaps by providing equity of opportunity for
all students to complete college degree and credentials of purpose and value” (Complete College
America, 2009, n.p.). One of their goals to help with achievement gaps is to have students enroll
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in college-level math and English classes in their first year and include additional support if
needed to help the students in these classes to pass them. CCA specifically highlights that
remedial work is often not well-structured and can keep students from completing college. This
continued to highlight concerns about students who need to take developmental classes for their
academic success.
Senate Bill No. 1143 (2010)
California Senate Bill No. 1143 (2010) “require[d] the board to adopt a plan for
promoting and improving student success within the California Community Colleges and to
establish a taskforce to examine specified best practices and models for accomplishing student
success” (Senate Bill No. 1143, 2010, n.p.). The Bill expressed concern that not enough
community college students were completing their degrees which was a threat to the state’s
economy because at that time, “Over 70 percent of public undergraduate enrollment in California
is in the community colleges,” but despite that large number, only 24% get a degree or certificate
in six years (Senate Bill No, 1143, 2010, n.p.). Additionally, the Bill called out how schools get
their money based on the enrollment in the third week of the semester, so though schools are
motivated to enroll students, there is no motivation to help those students complete their classes,
certificate, or degree.
With this Act, it was decided the schools must develop a taskforce to look at what is
working in institutions around the country to present as models. The Act also wanted schools to
use multiple measures for student placement in courses repeating an equity theme first heard in
the 1970s and reiterated many other times including in AB 705.
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Getting Past Go (2010)
In 2010 the Lumina Foundation funded a grant for Getting Past Go (GPG) to “study how
policy has either facilitated or impeded innovation in the delivery of remedial education”
("Getting Past Go", 2010, n.p.). Their findings illustrated that policymakers see the need for
students to take “at least one remedial education course in reading, writing or mathematics is a
symptom of the educational system’s failure to adequately prepare students for postsecondary
education” ("Getting Past Go", 2010, n.p.). The report further stated that in 2010, 43% of
students in the community college “required some remedial education” ("Getting Past Go", 2010,
n.p.). The research of GPG suggested schools look into how they are using data for their policies
to look for ways they might change the courses to give students in developmental education a
program that works best for them.
Completion by Design (2011)
Funded by the Bill and Melinda Gates foundation, nine colleges in North Carolina,
Florida, and Ohio embarked on the beginning of Completion by Design (CBD) in 2011. The goal
was for community college professionals to work with students to help with “policies, practices,
processes, and culture that together improve student performance and completion outcomes”
("Completion by Design", 2017, n.p.). Students are given specific pathways to help complete
their goals for being in school with the aim of helping with completion rates and costs. These are
all challenges of developmental education, so this program is also used to help remedial students,
and the hope was the ideas from the colleges who worked on CBD could share ideas and expand
the ideas that worked to other schools and states.
Seymour-Campbell Student Success Act of 2012 (Senate Bill 1456)
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The Seymour-Campbell Student Success Act was signed into law in California in 2012
and became known as the Student Success Initiative (SSI) (Student Success Initiative Timeline,
2019). The goal of this Act was to help students in California Community Colleges to succeed by
aiding them with orientations, counseling, and other academic planning and intervention services
(Senate Bill 1456, 2012). The intent was to make sure students were given information on all the
possible resources the school has to help them persist and graduate with a degree or certificate.
The state required that a taskforce be formed to work on success initiatives and that a formula be
developed for giving schools money to achieve these goals. The Act stressed helping students to
establish their career goals and then to outline a program of study for the students to follow to
achieve those goals (Senate Bill 1456, 2012). It makes schools aware that it is a joint effort
between the college and the students to help with success – all the expectations cannot be placed
solely on students; the schools need to provide resources to help them. It is noted in the Act that
the transition into community college is not easy, so schools need to guide students to have more
of a chance for achieving their academic goals (Senate Bill 1456, 2012).
The state sees SSSP, SSI, and BSI also integrating together “because all three have the
same ultimate goal of increasing student success while closing achievement gaps” (California
Community Colleges Chancellor’s Office, 2017). This continues to reiterate how important
California sees the need for change to help students develop their skills and not struggle with
academic and administrative barriers like developmental courses.
Assembly Bill 288 (2016)
Assembly Bill 288 allowed for students to dually enroll in high school and college
courses permitting them to receive college credit while still a high school student. The courses
students take could be basic skills or more advanced classes. Ultimately, “The purpose behind
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dual enrollments programs is to give students knowledge and skills – a pathway – that
encourages them to continue on a post-secondary journey” (California Community Colleges,
2015).
This is a method that has been used for remediation – let high school students get to
college-level in subjects like English, ESL, math, and reading while they are still in high school
while also receiving college credit. Generally, these classes are taught at the high school by
instructors from the local community college which also allows the students to see what college
classes are like (California Community Colleges, 2015). By allowing this, schools can eliminate
the time students might needs in remedial work once they reach college in an effort to help retain
the students instead of losing them because of the long sequence of basic skills class they might
otherwise have to take when they start college.
Assembly Bill 705 (2017)
As mentioned earlier, this Bill notes that 75% of California community college students
are “underprepared.” Therefore, students are getting stuck in remedial courses for too long and
are not persisting past these courses (AB 705, 2017). Sounding a lot like the Education Code
Article 1 of 1993, the Bill aims to help get students out of remedial courses by only allowing
students to be placed in these courses if the school can demonstrate from high school grades or
GPA that the student would not be likely to pass transfer-level courses without the help of
additional classes. There are a few goals of the Bill: 1. To have students complete transfer-level
English and math classes in one year. 2. To ensure students are correctly placed in courses so
they are not taking classes they do not need. 3. To help ESL students get through their transferlevel English classes in three years (FAQ on AB 705, 2017).
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Additionally, assessment tests will no longer be allowed to place students in courses if a
school is still using that type of assessment. This has been something that has been discussed for
years because, “If institutions allocate opportunity based on test scores that do not adequately
reflect the skills needed for course success, the mission of the community college to provide
access to college-level courses for all is threatened” (Marwick, 2014, p. 265). Instead, multiple
measures must be used which means high school grades or GPA will help determine the best
English, ESL, math, and reading courses for students instead of placement tests (AB 705, 2017).
To help make sure students who still might need support to pass, “Assessments using multiple
measures, combined with in-person advising, should help determine which low-scoring students
need a more sustained and intensive developmental education program” (Bailey, et al., 2015, p.
135). This means students could be suggested to take a developmental class if the school still has
them, or the school may recommend students need to take a corequisite class that adds additional
units to the English 100 class which is meant to give students the instruction they may have
gotten in developmental classes. Repeating these ideas from past government bills, AB 705 is
finally enforcing a timeline of fall 2019 for these requirements to be enacted by community
colleges.
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Chapter 3: Methodology
Research Design
This chapter will present an overview of the methodology used for this study. The
research design will be explained, the researcher’s positionality will be discussed, the framework
used to form the research and interview questions will be outlined, how the interview analysis
occurred will be developed, and limitations will also be discussed.
Limitations
The world faced a major crisis during this study, so I need to address the limitations first
in order for the other parts of this section to be understood with the proper lens of what was
happening at this time. The biggest obstacle for this study was finding people who qualified and
who were willing to participate mainly because of a worldwide pandemic. In early 2020, the
COVID-19 disease reached the United States, and people were hearing about it and were being
warned about how contagious and dangerous it was though the number of cases in the United
States were initially low. However, by March of that year, more people were getting sick from
the disease, and cities and states began shutting down businesses and issuing “stay at home”
orders. Schools were included in the shutdown of businesses with colleges telling faculty they
would need to start teaching their students remotely using a variety of methods like the school
learning management system, Zoom, emailing work between students and teachers, etc. Since
not all students have internet and computer access at home, the colleges in San Diego County
began helping students to get these resources so they could continue their educations from home.
Schools also began offering lenient drop policies for students who could not continue the
semester in this mode for a variety of reasons.
This abrupt and massive transition to remote education left faculty having to recreate the way
they were teaching, and it produced a great amount of work and stress for teachers. Many had
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not even used the course management systems before, not all had used Zoom before, and there
was suddenly emergency teaching online training being offered by the schools. Teachers who
already have a difficult job now had to do things they had never done before with little to no time
to prepare. This was a factor in my ability to get interview participants.
Conceptual Framework: Critical Policy Analysis
In this study I will look at the Critical Policy Analysis (CPA) framework (Taylor, 1997;
Diem, Young, Welton, Mansfield, and Lee, 2014). This framework was chosen because AB 705
is a new policy that colleges are being required to use, so it is critical to see what is happening
with the steps outlined in the framework in the policy’s early days. For this study, CPA helped
frame the interview questions and the analysis of the questions to scrutinize AB 705 in terms of
its intent, implementation, roots, the benefits of the Bill and who gets those benefits, who might
still face inequity because of the policy, and how instructors are adapting to the policy.
The five steps of this framework according to Diem, et al. (2014) are: 1. Looking at what
is said in the policy versus what is being done with the policy. 2. Studying at the roots and
developments of the policy. 3. Seeing who gets what with the policy and the “distribution of
power, resources, and knowledge” that comes from the policy (Diem, et al., 2014, p. 1072). 4.
Considering how the policy could affect “inequality and privilege” (Diem, et al., 2014, p. 1072).
5. Assessing how “non-dominant groups” “resist process of domination and oppression” (Diem,
et al., 2014, p. 1072).
My interviews with faculty will shed light on what is being done in schools and classes
and how schools have implemented AB 705 in relation to its text. I will then be able to compare
that to the ideas behind the Bill. The literature review in this research has looked at the roots of
this new remediation and testing policy in California. While new data emerges from studies in

73

the initial years of AB 705 implementation and from my interviews, I will be able to see who is
getting power from AB 705, the resources, and the knowledge from this Bill. Given one of the
reasons the policy was implemented was because of inequity with placement tests and general
placement into remedial classes, I will be able to see if faculty think there are negative or
positive effects for students who the Bill was intended to help through early data from the state
and interview data. Finally, I will see if there is any resistance to this new Bill as full
implementation continues.
Context of Study
Participant Recruitment
Recruitment was conducted via email starting in June 2020, and due to the COVID-19
pandemic, interviews were conducted over Zoom from June 2020 – January 2021. In order to get
participants, a few different methods were used depending on the college. In order to get a
variety of viewpoints, the original goal of this study was to get 24 participants – three from each
of the eight community colleges in San Diego County, and of those I would interview a tenured,
a tenure-track, and a part-time English faculty member from each school.
However, all of the community colleges in San Diego County were teaching remotely in
summer and fall of 2020, so all faculty were either teaching through Zoom and a learning
management system, or they were teaching their classes solely online. For many of these
professors, this was their first time teaching online in any capacity. Teaching through Zoom
added a new challenge for instructors as well. After the intensity of moving to remote education
in the middle of the spring 2020 semester, many of the faculty I know said they were using
summer to work on their online methods for teaching, and to catch up on things the spring triage
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of moving online prevented them from doing in their own lives. I believe this was why I did not
get replies to many of the emails I sent as will be outlined further on in this section.
Snowball sampling is when researchers ask “well-situated people” who might be good to talk
to or who might know a lot about a particular subject (Patton, 2002). This method of getting
interviewees worked in some cases where people I knew or interviewed were able to help
connect me with other participants from their school or another institution, but because I could
not go to the schools in person to meet people as originally planned, connecting in person as I
originally hoped did not work, and I believe this also was a factor in the limited replies I got to
my requests to participate in an interview.
At Clemens College, I first contacted Carol by email because I knew she had been
working with AB 705 at the school. When we spoke on the day of the interview, she suggested
some faculty who would be good for me to interview, so I emailed them, and they all replied by
email agreeing to participate. There was one person she suggested that did not reply to my email,
so I moved to the second person she recommended in that teaching position. I had also reached
out to one part-time faculty member I had taught with at another school, but he replied he was
unable to participate.
At Alga College, I reached out during a Zoom conversation to the person I knew best in the
English department for suggestions of who might be willing to be participate given the criteria I
was looking at for arranging interviews. She suggested multiple people, so I emailed them, but I
only heard back from one of those people who I did interview. When the recommended people
did not reply to my email inquiries, I then emailed anyone who taught the English 100 with
support class at that school who was an adjunct or tenure-track, but I received no other replies. I
then reached out to another tenured faculty member I knew, and she agreed to be interviewed.
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Though I had already interviewed a tenured instructor at Alga, in order to get more data, this
seemed the best solution.
With Cuvier College, I started with looking at their schedule to see if I knew anyone teaching
the English 100 and its corequisite class, and I found one person I know from teaching at the
same school over ten years ago. She agreed to be interviewed, and when we talked, I asked if she
knew any tenure-track faculty who taught the support class who might be willing to be
interviewed. Unfortunately, the person she reached out to on my behalf could not participate at
that time, and I was not successful in getting anyone who fit this category to participate. The
adjunct I interviewed from Cuvier was recommended to me by someone I knew from another
school. The person I knew reached out to the part-timer to see if she would be willing to
participate, and she agreed, so her email was passed on to me so we could coordinate the
interview.
For Nichols College, I looked at the list of people who taught the English 100 with support
class and found someone I knew from when I taught there, so I emailed her first, and she and I
coordinated an interview. At the end of our interview, I inquired if she knew any adjuncts or
tenure-track faculty who might be willing to participate, and she reached out to two instructors
for me. They both told her they would be willing to contribute, so I then reached out to them
with the recruitment email (see Appendix 1). One never replied, and the other replied and
suggested a day of the week that worked, but then he did not respond when we got to scheduling
the exact day and time of the interview. I then emailed everyone else in the tenure-track and parttime categories at the school teaching the corequisite, but I did not hear back from anyone else.
Therefore, to increase data, I reached out to a second tenured faculty member at the school who I
know, and she was willing to be interviewed.
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When looking at the schedule for Patton College, I saw someone I knew who is tenured and
teaches the 100 with support class, so I reached out to him. He agreed to be interviewed, and at
the end of the interview, I asked if he had any tenure-track or adjunct recommendations. He
contacted a tenure-track faculty member who said she would be willing to be interviewed, so he
provided me with her email address, and I sent her the recruitment email. At the end of her
interview, I asked if she could think of any adjuncts who fit the criteria and might agree to be
questioned. She emailed two part-time faculty members and copied me on the email so they
could let me know if they were interested. One replied, and we coordinated her official
recruitment and interview.
The Anderson College schedule showed me I knew a tenured instructor teaching the support
class, so I reached out to her first, and we coordinated an interview. I asked if she could think of
people in the other two categories, and she reached out to a tenure-track faculty member she
thought would be good to interview. He told her he would do it, and she provided me with his
email address so I could reach out to him. However, my emails to those who are adjuncts
teaching the support version of English 100 at the school received no replies.
At Birmingham College I first tried reaching out to a full-time faculty member I know who
was not teaching the support class, but to see if he had any suggestions of who might be willing
to participate in my study. I did not hear back from him, so a week later I reached out to another
tenured faculty member I knew who was teaching the support class to see if she would be willing
to be interviewed. She said yes, but then I did not hear back from her when we got to scheduling.
I then moved on to email an adjunct I knew from when I taught at the school, and she agreed to
participate in the study, and we arranged those plans while I also tried emailing another full-time
faculty member I knew. When I did not hear back from the other full-timer, I then emailed
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everyone listed as teaching the 100 with support class who I could identify as tenured or tenuretrack. Those emails received no reply.
I knew no one at the college where I only got one reply to my recruitment email. I looked at
the schedule and emailed all those who were listed as teaching the 100 with support class. When
the only reply I got was to say he could not participate, I reached out to friends I knew at other
schools to see if they knew anyone to connect me with at this school. Unfortunately, that did not
lead to finding any connections, and a month after the initial email was sent, I still had no one to
interview at the school. I then submitted a revised consent form to the Institutional Review Board
to include offering the incentive of being entered into a raffle for an Amazon gift card for their
participation. I then sent the recruitment email to the same people (except for the one who
declined to be interviewed before) and added this sentence at the top: “An update from my
previous inquiry, I can now offer to put your name into a raffle for your participation, see the
third paragraph of this email.” The third paragraph then explained the compensation I was now
offering (Appendix 2). Still, I received no replies.
Recruitment Process
All participants were sent the recruitment email in Appendix 1 even if I had first informally
contacted them or if someone else had reached out to them for me. They replied to the
recruitment email with suggestions for days and times that worked for them to be interviewed. I
then sent the confirmation email (Appendix 2) with the Zoom link for our meeting. A separate
email through Adobe Sign was sent with the consent form (Appendix 3). The signatures on the
consent forms were collected using Adobe Sign because I did not know if everyone would have
access to a scanner and because this way would be easier and less time consuming for the
participants since we would not be meeting in person. The interview confirmation email
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contained a link to the demographic survey I created and administered through SurveyMonkey
(Appendix 5) and requested they complete the survey.
Final Group of Participants
To maintain confidentiality so participants would feel comfortable being interviewed, all
participant names are anonymous, and pseudonyms were used for faculty members and their
schools. In addition, for this study, all of the classes will be referred to as English 100 with
support or with a corequisite no matter what the name or course number is at each school.
Sixteen faculty participated in structured interviews for this study representing seven of the
eight community colleges in San Diego County, and all of the schools in this study are Hispanic
Serving Institutions. Of the 16 people interviewed, 13 identified themselves with female
pronouns and three identified themselves with male pronouns. There were nine tenured faculty
interviewed, and seven of the nine were white women, one was one Hispanic woman, one did
not give an ethnicity, and one was a white man. Of the three tenure-track faculty who were
interviewed, this group included one Latina woman, one white man, and one white woman.
Additionally, four part-time faculty were interviewed which consisted of one white man, one
white woman, one Latina, and one Mexican American woman.
The educational background of the participants included three with PhDs, and seven stated
they went to community college. All faculty who teach English in the California community
colleges are required to have master’s degrees, and all of the respondents said they have one
ranging in things from comparative literature to American literature to British literature, and
English in general.
Figure 1 below shows a breakdown of the interview participants from information collected
in a pre-interview online survey which is included in appendix 5. The race/ethnicity section uses
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the respondents’ words to describe themselves in this category as they were not given any
options to choose from (Appendix 6). Furthermore, the pronouns were also identified by the
interviewees without any words to choose from. Information asked in the survey was gathered in
case there were any themes that emerged based on participant responses and this demographic
information.
Figure 1 Demographic Breakdown of Participants

Name

School

Lydia

Clemens
College
Jesse
Clemens
College
Carol
Clemens
College
Adele
Clemens
College
Jaqueline Alga College
Kellie
Alga College
Charlotte Cuvier College
Lucy
Joan
Christina
Corey
Cecilia

Cuvier College
Nichols College
Nichols College
Patton College
Patton College

Aurora

Patton College

Ava

Anderson
College
Anderson
College
Birmingham
College (not
HSI)

Joe
Veronica

Position Pronouns

Age

Race/ethnicity

41-45

Years of
Experience
11 years

Tenure
track
Adjunct

She/hers
He/him

31-35

5 years

White

Tenured She/her/hers 61-65

37 years

White

Tenured She/her/hers 46-50

26 years

Caucasian

Tenured She/her
Tenured She/her
Tenured She/her

46-50
41-45
Not
given
Adjunct She/her
31-35
Tenured She/her/hers 46-50
Tenured She/her
41-45
Tenured He/him
46-50
Adjunct She/her
31-35

26 years
13 years
31 years

White
White
Not given

5 years
27 years
16 years
20 years
2 years

Tenure She/her
41-45
track
Tenured She/her/hers 36-40

6 years

Latina
White
Hispanic
White
Mexican
American
White

10 years

White

Tenure
track
Adjunct

7 years

White

13 years

Caucasian

He/him

41-45

She/her/hers 36-40

Data Collection
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Latina

Data were collected during structured interviews that lasted about one hour with the 16
respondents over Zoom. They were recorded using Zoom and the Zoom software Otter.ai
produced transcripts. The transcripts were reviewed and edited by the interviewer. Additionally,
a consent form was sent to and returned by interviewees and demographic data was collected
from a pre-interview survey. The data from the survey is shown in Figure 1.
Interview Description
The interviews started with introductions if I did not know the person or a reintroduction
if it had been a while since we had seen each other. The qualitative interview-based questions I
asked were to ascertain how English professors at San Diego County community colleges are
understanding AB 705, what their schools are asking them to do in relation to the Bill, the
support they are getting to implement AB 705, challenges they are facing because of the Bill, and
their predictions on how they think the Bill might help or hinder student success and who might
get left behind because of it.
Data Analysis
To look at the data for this study, I first started by reviewing the interviews while reading
the transcripts and making any corrections to the transcripts that were needed. Then, the first
level coding included attribute coding to explain the demographic information about the
instructors interviewed, structural coding to label key themes, and initial coding where I looked
at interview responses line by line to see main concepts and categories the responses fit into
(Saldaña, 2009).
During the first level coding, causation coding was used during the first review of data.
This coding helps in “searches for causes, conditions, contexts, and consequences. Also
appropriate to evaluate the efficacy of a particular program” (Saldaña, 2009, p. 291). In this case,
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the “cause” is AB 705, and I coded looking for the conditions (how the Bill is being applied in
schools), contexts (what faculty are doing in their classes and seeing in their students), and
consequences (if they think this Bill will help students, and if they think any students might not
benefit from it). Descriptive coding was then used to summarize topics found in the interviews.
For this coding, I used the main words from the steps given in the Critical Policy Analysis to
identify times these topics were addressed: power, resources, knowledge, inequity, privilege,
domination, and oppression.
I used second cycle coding starting with pattern coding to find major themes from the
initial coding. From this step, the main subtopics found were: concerning, helping, leaving
behind, implementing, training, tutoring, reading, and writing.
Then I used focused coding to look for categories in the themes. In this case, I continued
to use the CPA framework, and I used the words: empowering, accessing resources, knowing,
discriminating, and privileging to label the main categories. From these categories, I decided
which ideas fit into each of the five steps of CPA to decide how they would be integrated into
discussions about the ideas from respondents.
Trustworthiness
Creswell (2013) suggests, “How we write is a reflection of our own interpretation based
on the cultural, social, gender, class, and personal politics that we bring to research” (p. 179).
Therefore, it is important for me to explain my background and reasons for conducting research
on this topic. Additionally, this section will explain the peer review and the member checking I
undertook after data were interpreted.
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Researcher Reflexivity
Creswell (2016) says, “In a good qualitative study, you should write about the biases,
values, and experiences you bring to the study…” (p. 223). Therefore, this section will give you
more of my background to understand the context I brought to this study. My interest in looking
at AB 705 comes from my background as a tenured community college professor of reading in
San Diego County. This Bill has been the focus of many discussions, workshops, and
reorganization of class offerings, so I wanted to learn more about what faculty are seeing and
doing as it is being implemented. I began my teaching career as a teaching associate of writing
classes and then a lecturer at a university. I taught English and critical thinking courses, and then,
after more coursework, I also started teaching reading classes. When I started teaching, the basic
skills were a major focus at schools, so I was heavily involved in discussions and work involving
developmental classes.
I taught for six of the eight community colleges in San Diego County including all but
one of the schools in this study. In addition, I was also an adjunct at two trade colleges and one
university in the county. The courses I taught ranged from three levels below transfer in reading
and writing to being the last class students had to take in writing at the university. I also continue
to work grading the writing assessment test a local university gives students who have reached
the semester of their 60th unit or who are transferring into the school.
As I am currently working with students affected by AB 705 and I wonder if it is here to
stay or will be modified or will be gone in ten years, I wanted to hear from fellow community
college teachers. Faculty are the ones who can make government requirements successes or
failures, so I was curious to see what is being observed at the start of this Bill’s implementation.
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Peer Review
Morse (2015) recommends peer review “to prevent bias and aid conceptual development
of the study” (p. 1215). In order to confirm the data collected accurately reflects conversations
about AB 705 that are happening in English Departments in San Diego County, I discussed the
findings with a male and a female English instructor from two different community colleges in
San Diego. The male has over 20 years of community college teaching experience, and the
female has over ten years of teaching experience. Both have taught developmental English
classes in addition to English 100 with and without support. They felt the findings accurately
reflected the discussions they have been part of at their schools and that they have heard at other
conferences and with talking to people at other schools.
Member Checking
Additionally, Cho & Trent (2006) suggest member checking is needed for “the informant
to check for perceived accuracy and reactions” and they say it is vital for credibility (p. 322).
This method of checking interview data works in “reassuring the credibility of construction of
the participants” (Cho & Trent, 2006, p. 323). Morse (2015) disagrees with allowing participants
“with such an opportunity to change his or her mind; it is not required in other types of research”
(p. 1216). Morse (2015) continues on to say member checking poses many possible problems,
so, “The researcher’s background in theory and research methods must outrank the participant as
judge of the analysis” (p. 1216).
In order to add trustworthiness to this study by doing a form of member checking,
interview participants were emailed the main findings of the study, and I informed them of where
I was using information they provided in their interview in my study. This allowed anyone who
wanted to reply or to verify how I was using their information to comment or offer feedback.
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Chapter Four: Findings
Introduction
This was a qualitative study consisting of 16 interviews of English faculty at seven San
Diego County community colleges. The participants discussed their perspectives on their
students and what the participants are doing in their schools and classrooms with AB 705 in
place.
This chapter will discuss the findings of these interviews using the Critical Policy
Analysis framework. CPA was used to analyze the interviews because of its focus on policies
and how the intent of the policy may not be what is happening in the implementation, and
inequities may still exist despite a policy’s attempt to eliminate them. This applies to AB 705 and
its attempt to eliminate the bias and discrimination that developmental classes have created.
The first step of the framework asks people to look at the words of a policy to compare
them to what is actually being done with the policy as it is being employed. The ideas behind
doing this exploration occurred in the collection of data from the interviews in this study where
respondents answered questions about what their understanding of AB 705 is, and what their
department is telling them to do concerning this policy (see appendix 7 for all of the interview
questions).
The second step of CPA suggests looking at the roots and development of the policy.
Remediation began with the founding of Harvard in 1630 to help students with Latin (Boylan &
White, 1988; Boylan & White, 1994). The need to help students with basic skills continued as
education developed because students were still not always coming to college ready to do work
at the college-level. Various laws, bills, and other attempts to help students in need of
remediation were enacted from 1907 up until the passage of AB 705 in 2017. People ultimately
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knew students were staying in pre-transfer level course sequences for a long time and possibly
not getting past those courses, and they complained students were often in these sequences
because of unfair testing and racism in testing. Additionally, there were concerns about the cost
of offering developmental classes to schools and the cost of these classes to students. The
California community college system has been actively looking at ways to help students who are
not prepared for college-level English, and many attempts have been made, but AB 705 is an
attempt to finally solve this problem in community colleges in the state.
CPA framework says in step three there should be analysis about who is getting what
with the policy and specifically looking at power, resources, and knowledge that is gained or lost
due to this policy. This will be reviewed by looking at the responses to the interview questions
that reflect these ideas.
Step four of CPA wants analysis of ways of inequality and privilege could occur due to
the policy. The interview questions were used to consider who might still be privileged over
others despite the intent of the policy to make college English education options more uniform
for everyone.
Similarly, step five, is to look into how non-dominate groups resist domination and
oppression. This idea is at the root of the creation and understanding of AB 705. Professors see
the Bill as breaking down the domination schools had over students and oppressing them into
taking multiple classes that did not count towards their transfer which often led to students not
completing college. When asked about their understanding of AB 705, instructors stated it
helping disadvantaged students, underrepresented students, and students of color. Additionally,
being a social justice and equity issue was highlighted by respondents, so it appears the Bill is
already helping to break the oppression of students forced to take developmental classes in the
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past. However, until AB 705 is in practice longer, it is unclear if there will be further concerns
about oppressing students related to the Bill, or if it has solved the concerns about this
domination of students in terms of developmental English. Therefore, the chapter will look at
themes that emerged from the interviews for steps one, three, and four.
Step One
The first step in CPA is to look at what is said in the policy versus what is being done
with the policy. AB 705 requires schools to stop using placement tests and to no longer require
developmental classes. This section will look at what the interviews found concerning this and
what can be found by looking at the schools’ web sites.
What is Being Done
Schools are following these requirements by using multiple measures to suggest classes
to their students instead of placement tests. This means there are no longer placement tests that
have caused so much concern in the past. Of the schools in this study, three of seven no longer
offer any developmental classes in English, and four of seven schools have one developmental
class with minimal offerings.
All seven schools in the study are offering English 100 “with support” as a way to allow
students who would have been in developmental classes in the past to take English 100. The
students attend up to two additional hours of class in this version of 100 to add further time with
the instructor.
The participants in the study discussed a variety of ways they used the support classes
when answering various questions. Some said they use the time allowed by the corequisite to
have students do their writing while the instructor is there to help them and using the time as
optional help sessions on specific topics students are struggling with. Joan from Nichols College
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described her optional sessions by saying she will say to students, “Today we're going to work
on rhetorical strategies more… if you don't understand them… sign on and we'll go over those.”
Jesse at Clemens College said he is using the time to “support the students” and “not adding
more material.” Also at Clemens, Adele said the department thought about the extra time when
developing the corequisite and, “we purposely set out in our department that the extra two units
is like… do with it what you will.” This leaves the additional time up to the instructors to
determine what is best for helping their students.
Charlotte of Cuvier explained she uses the time “to let the students read, like literally to
read in the classroom and have me be able to come around and help them answer questions and
those kinds of things.” These examples show how instructors are implementing the policy. They
are still helping students who want developmental English support, but they are able to do this in
the English 100 classroom where students will get units to transfer instead of having them stuck
in a cycle of pre-100 level classes.
What Departments are Saying to do Concerning AB 705
When asked what their department was asking them to do concerning AB 705, most of
the faculty responded about the new format with the corequisite class and their department
talking to them about what that format is at their school. Charlotte said Cuvier College is,
“…trying to be really conscious of the curriculum that we have in place and how it is meeting
students’ needs.” Lucy who teaches at the same college as Charlotte said the department is
focusing on “promoting student confidence and belonging” in the corequisite 100 classes, and
that is an important factor in helping students who have not always been encouraged to peruse
higher education to feel motivated and inspired to learn.
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Veronica from Birmingham College who is a part-time instructor was the only one who
mentioned her department has “told me nothing” about AB 705. No one else was interviewed
from the school, so it is unclear if this is because of the school or if it is because she is an adjunct
or both or neither of these reasons.
Pressure to Pass Students?
Respondents were asked if they are feeling pressure to pass students because of the
requirements of AB 705. This is important to the implementation of the policy to see if this is
still a rigorous class that will adequately prepare students for future writing. Of those
interviewed, 11 firmly responded they did not feel this pressure. Ava said:
I do not feel that pressure at all. In fact, I think, if anything, I felt… like there's been this
overwhelming move to support faculty to help our students, but not to push them through
if they're not ready…We've had lots of conversations about… the changes we can make
in our classroom to make more students successful, and… it is right where we're giving
them the opportunity to do that. And we're keeping the rigor of the material and the
coursework, and so that's really hard to do. Right? It's really hard to maintain that rigor
even when you are seeing students struggle, and it takes quite a bit of effort on the part of
the faculty to continue to give that support to our students, but it's something that is
necessary. But when they don't meet those requirements and they can't do the work; they
can't do the work. So, I don't... I really don't feel that pressure. I think we know that
there's inevitably going to be some students who can't, and it is what it is.
Ava expressed more than any other interviewee why she does not feel pressure to pass students
because of the structure of AB 705, and her ideas showed the school values the rigor of the
course and that students may fail, but they have made changes to help avoid that.
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Some respondents remarked they don’t feel pressure to pass students, but they feel
pressure in other ways. At Cuvier College, part-timer Lucy said she feels pressure to make sure
she is “connecting with students so they will stay enrolled.” Charlotte from the same school said,
“I feel pressure to make sure my students are learning something.” This illustrated another type
of pressure faculty face.
Kellie at Alga and both Adele and Carol at Clemens College declared there is not
currently pressure to pass students, but there is concern about that in the future because of the
funding formula that California community colleges will soon have. This funding will be based
on enrollment, the number of students receiving specific grants, and:
Outcomes that include the number of students earning associate degrees and credit
certificates, the number of students transferring to four-year colleges and universities, the
number of students who complete transfer-level math and English within their first year,
the number of students who complete nine or more career education units and the number
of student [sic] who have attained the regional living wage. (“Student Centered Funding
Formula,” 2019, n.p.)
Kellie commented she could see in the future there might be pressure to pass students because
“the student-centered funding formula becoming like, yeah, we have to pass the students...we
have to get them through. We have to show success.” Carol explained:
I just take it as a very serious challenge to us to really think about how we're delivering
instruction and…refine this while we can to make it right so that it's not driven by
funding in the…student centered funding formula.
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Adele said she doesn’t feel pressure to pass students now, but the “performance-based funding
model” California community colleges will be transitioning into using is could cause pressure to
pass students.
Given this upcoming way the California community colleges will get their funding, Carol
is concerned for adjuncts. She stated:
Just the air of AB 705 and the fact that people know it's going to be tied to funding,
there's pressure, and especially for adjuncts. I kind of see them as distinct because they
don't have the job stability, the job security. Where I can say, “Hey, if they didn't pass,
they didn't pass.” Whereas I know that adjuncts struggle with that and on a whole
different level.
Carol realized the fragility of an adjunct’s status at a college could affect grading once this new
funding is enacted. This is a concern in relation to AB 705 because of the need to keep the rigor
of the course because of the skills it teaches and because it is transferrable to the California State
University system. However, if someone is fearful for their job because their institution’s
funding depends on students passing classes, faculty could start passing students who did not
show mastery of the writing skills taught in the class.
Veronica who is part-time at Birmingham said she doesn’t feel pressure to pass students
now, but in the past, she felt anxiety for not failing people and was worried she wasn’t grading
hard enough. She related:
I used to feel pressure. And I don't know if I just made this up, but I used to build
pressure for not failing people…This was years ago where I was like, oh man, maybe I'm
not grading hard enough. And now, because there's always people failing…any pressure
about failing people I think I've put on myself because I feel…every semester I would try
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to redo my points to make it work. So, like if you if you've gotten below Cs on all the
papers, you should not pass the class. And I would worry about these people who…
somehow got all these other points and… not offer extra credit… because I thought that
they should take the class over.
Veronica said now she figures, “I can’t worry about it.” Aurora shared that as a tenure-track
professor she does not feel pressure to pass students, but she did feel that anxiety when she was
an adjunct because, “As an adjunct I felt like I needed to have those pass rates up.” This reflects
the concern Carol talked about concerning adjuncts not having job security and how that could
influence their grading.
Joan at Nichols expressed, “I think I feel pressure, just in general...I don't know if it's
necessarily just because of AB 705,” and a lot of the time pressure about grades comes from
students: “I get a lot of emails like, I need a B in this class and you gave me a C, and what can I
do about it?” Joan said since AB 705 is about student equity, she wonders if she grades harshly
will she be seen as racist because “the standards are…in a way like they're… kind of embedded
in racist ideology.” Though she doesn’t feel anxiety to pass students specifically, Joan does still
feel pressure surrounding grades.
The one instructor who said the stress to pass students was AB 705 related was Christina,
a tenured instructor at Nichols. She felt that with the concern of equity embedded in the Bill, it is
a reflection on the teacher and not the student if a student doesn’t pass the class. She rationalized:
I mean, all the good things that are coming with AB 705 with this focus on equity is also
putting more pressure on teachers to make sure … [we] do whatever we can to help our
students get through. And if our students aren't passing, it's more a reflection on us… it's
more of a reflection of us than our students and the effort that they put in or what they're

92

capable of. So that concerns me… I don't feel my job is at risk thus far because of it, but
just personally, yeah, I think that puts a lot more pressure on faculty
The fact there was only one firm response saying yes to this question shows schools have
enacted the policy, but they are not forcing instructors to pass students just because there is this
new Bill looking to help students complete their college work sooner than in the past. However,
with the mention of the student-based funding formula by a few respondents, the answers to this
question could change when that policy is put into place, and schools need to be careful with
how they look at data for pass rates of classes.
Step Two
This step suggests looking at the roots and development of the policy being analyzed.
This information was discussed in chapter two where the history of developmental education was
outlined. Chapter Two also explicated the main attempts community colleges have been making
for years to help students whose skills are not at transfer level. Additionally, that chapter
highlighted the concerns people have with developmental classes at the college level like:
students have to take too many classes at the pre-transfer level and do not finish college, the
testing for placement is unfair, the placement tests are discriminatory, students need many skills
to succeed in college and not all students have those skills, and the cost of these classes to
schools and students.
Step Three
For step three, Diem, et al. suggest looking at who gets what with the policy and the
“distribution of power, resources, and knowledge” (Diem, et al., 2014, p. 1072). To think about
this more, it is important to break down these three ideas: distribution of power, resources, and
knowledge” to see how these ideas are reflected in the interview responses.
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Distribution of Power
CPA asks people to consider who gets power from policies. With AB 705, the goal is to
give students power over their education by not requiring them to take developmental classes
that could affect things like their financial aid, units towards transfer, and motivation. The
following sections will explain ways students gain or lose power with AB 705.
Placement and Registration
One of the ways students gain power with AB 705 is that they are no longer required to take
developmental classes. This means they are not as likely to get stuck in a series of pre-transfer
classes that they may drop out of school because they are frustrated. It also means their financial
aid is not affected because of all the units they had to take that did not count towards transfer.
This also means students gain power because they are less likely to lose their motivation. When
places in developmental classes, they may see themselves as not as capable as other students, but
with AB 705 they are taking transfer-level classes from the start. Additionally, though the
English100 with support classes are suggested to students, they do not have to take that version
of the class, and they could take a 100 class that does not have support units attached to it.
However, there has been discussion at schools about students being confused as to what 100
with and without support means and how students register for those classes – the 100 class is
separate from the support class, but students have to enroll in the support class that matches with
the 100 class they enroll in. Adele from Clemens described how students get a placement
suggestion based on the multiple measures factors, but then many students are not clear what the
placement they get means, and then the students also get confused when it comes to enrolling.
She said, “There is a class linkage issue. They don’t know they need to enroll in both the 100 and
support class. Students are confused about which class is linked.” This means instructors are left
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having to explain that to students to be sure they are all registered appropriately and that they
understand how the corequisite works.
Continuing with this idea, when he was asked about challenges he faces implementing AB
705, Corey from Patton commented:
Them [students] just not understanding what the difference is. Why am I here? Because, you
hear this too, “Well my counselor told me I needed it. That's why I'm here.” So I have to
reiterate, like for example…the last face to face class I had way back in the spring. It was
[time of class given here] in the afternoon… Monday and Wednesday. And the way they
broke it up, this is an admissions thing, it said [the two hours the class met given here] And
then [50 minutes the corequisite met given here]. They didn't understand the breakup…
Corey then shared his screen to show what the schedule looks like to students:
So this is my online writing class. And this is how they do the coreq. It’s [gave course
number], and officially it's from 9:30 – 11:30 in the morning. But the [gave the number for
the corequisite class] is the hour before, so they don't understand that. So, when I was
teaching it face-to-face, two thirds of the students would come in at [the start time of the 100
class was given here]. And then they’d want to leave at 9:05, and I'm like, no, we're just
getting started…But what I tried to tell them is just looking at it as one chunk of time. You're
with me 8:15 – 11:35.
In showing and explaining this, Corey highlighted that what students are seeing is not easy for
them to understand, so this does not help with students who are already confused about the
English 100 and corequisite combination.
Additionally, students all have different goals. Joan from Nichols suggested the ideas of AB
705 may not be needed for every student since not every student in community college will
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transfer to a four-year school. The power goes to schools who are telling students to take these
classes, but Joan questioned, “What happened to the idea of just taking classes for personal
enrichment? I had so many students in a reading class…they just wanted to improve like
everyone, not to get a degree or anything like that.” Reflecting back on the original intent of
community colleges to be for all people, this shows how they have the power to shape who in a
community gets an education and what that education is allowed or not allowed to entail.
Agency in Class
Also concerning power, the teachers showed they are giving students agency in classes,
which gives the students power though the question remains if all teachers give their students
agency and power. One way four interviewees give students power is by using contract grading.
Aurora at Patton College said she moved to contract grading, and “as a class, we come up with it.
I have a set contract to start off with, but we also make adjustments, and each class has to make
adjustments based on how the class is progressing and then individually.”
Also mentioning contract grading was Jesse at Clemens College who said the contract for his
class is based on time, effort, and completion of assignments. He described it saying:
I have a grading contract… I do labor-based grading. So, it's based off of…putting in the
time and putting in the effort and completing the assignments. So, I do labor, so we negotiate
that. I really just come up with numbers at the beginning of the semester. I'm like, let's just
try this, and then in…. the midpoint in the semester we make sure that it's still fair for
everyone.
Jesse said traditional grading “limits voices and identities…it basically promotes white language
supremacy.” This idea of contract grading is one way to allow students to feel as if they have
power over their grades and learning though not all instructors use it.
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Another way students are given power in the classes of those interviewed is through allowing
students to have choices with their assignments. For example, Jesse mentioned “allowing
students…they don't have to just write a research paper, so they could also do a podcast with a
written component. Or a video with a written component because we do live in the 21st century.”
Corey from Patton College said “they're analyzing the arguments in a TED Talk of their choice”
for their argument analysis paper. A personal narrative assignment is part of Ava from Anderson
College’s classes, and said:
I have had times when students will actually… choose a text for the whole class where
they get to choose their own topic. So, there's quite a bit of choice for them to find…
topics to write about that they care about, that they are passionate about, that represent
who they are.
Charlotte at Cuvier said, “I like to give them choice always so even if a traditional paper is
the…outcome of an assignment, I would always give them choices in terms of their prompts.”
These are examples of some ways faculty allow students to feel as if they have some control over
their assignments to give them some power.
Though instructors expressed concerns about the students being at so many different levels in
the 100 with support classes, the teachers interviewed are doing things like having students write
in class so they can help all students as they work, they are using more scaffolding where they
break assignments down to help students work on them slowly and with guidance along the way
so their end results are successful, having collaborative work sessions with small groups of
students, and they are doing more conferences with students to work with them individually on
their assignments. Though versions of these things may have been done in their classes before,
the need for these sorts of steps is even more necessary for students in these support classes
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because there are not multiple courses below transfer for them to fall back on like before AB
705.
Two instructors who specifically commented on power concerning students are Cecilia from
Patton and Jesse from Clemens College. Cecilia said, “The system was designed for the success
of a very particular demographic… and AB 705 is maybe some step in the direction of making
education empowering for everybody. But there's still a lot of work to do.” Cecilia was reflecting
on this action to remedy problems in the California community colleges, but she still knows the
implementation of AB 705 will not solve all the issues students face in school. Jesse said:
I tried to change the power dynamics of the classroom with a lot more discussions between
themselves and group work, but also the labor-based grading contract does that for me…
they have a say and agency in the classroom, and then students are like more apt to…actually
participate and be engaged that way. Or I hope so.
Jesse was noting the need for himself, and thus, the idea that other instructors may also need to
consider changing things in their classes and the way they teach to allow students to feel as if
they have power and with that power, the hope is an enhancement in their learning will also
happen.
Distribution of Resources for Students
Step three of CPA also wants people to investigate what resources are given to those
affected by the policy. In the case of AB 705, some of the themes that emerged during this study
concerning resources were the ideas of tutoring and reading support (or a lack of these things) for
students and for faculty the ideas of training and other help to guide them with AB 705
implementation were revealed and will be discussed in the next section.
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Tutoring
Of vital importance to student success is their access to resources. Several of the
resources some instructors interviewed mentioned they need is more tutoring including
embedded tutoring. Kellie from Alga College reflected that not having embedded tutors has been
a challenge, and though some instructors with the support classes get them, not all instructors do.
“When I have had embedded tutors, they have really helped the students,” she shared. Because
Alga does not have embedded tutors in all of the corequisite classes, Jaqueline who also teaches
there said, “I personally require students to go see the tutor in the tutoring center at least three
times during the semester.” This was a way to make sure students got help with their work even
if there is not an embedded tutor in the class.
Joan from Nichols College said “tutoring is in jeopardy…because of the budget” at her
school, and this is a concern because she wondered if students will continue to get the support
they may need for being successful in classes like the English 100 with a corequisite. Joan felt
lucky to have an embedded tutor in her support class which she knows helps students because
when the class is face to face, they meet in a computer lab, and:
So, I was able to really use that lab. I would have them…do a lot of their drafting during
the extra class time…and then…between me and the tutor, we would go around and be
able to work with… each student individually…even for five minutes…just to kind of
see, okay, what have you written so far, and give them guidance.
Joan also said she is concerned there is not school-wide tutoring to help students with reading.
“And the tutoring is in jeopardy… because of the budget, and there's not reading tutoring…
there’s writing centers, but they don't have reading tutoring centers.” This highlights the concern
the school is not funding tutoring the way they should be.
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Christina, at the same school as Joan, also noted the funding cut to tutoring “was a
response to COVID” and not having embedded tutoring in all the corequisite classes as an
obstacle to supporting students with the additional help they may need in these classes.
Corey from Patton said his school has embedded tutors who “sit in [class] half the time
and half the time they do out of class tutoring sessions.” At the same school as Corey, Aurora
also stated, “We have our embedded tutor, and it's part of their contract that they do meet with
her during the semester.” Lydia from Clemens commented she thought “having an embedded
tutor would be very helpful,” and she felt the school should be increasing and not decreasing
funding for tutoring and suggested the school, “Should be increasing our…tutoring. And with
professional tutoring instead of decreasing it given what we're being asked to do with AB 705.”
Carol, at the same school as Lydia, also expressed the need for tutoring and that funding
for tutoring, including embedded tutoring, “should be at the center of this.” Carol also stated she
believes schools should use money they are getting for equity resources to help support AB 705
since there is a connection with the Bill and equity. Carol explained that Clemens College
received equity money:
…and [it] was immediately spent without a foregrounding of … this very clear equity
connection with AB 705. That if we wanted to really do something with equity funds and
put it in a place where it could really, really have consequences, then AB 705 would have
been a perfect place because everybody working on it understood the equity issue…
To further illustrate this idea of the need for money to help students with resources to satisfy the
requirements of AB 705, both Carol and Lydia believe schools should be increasing and not
decreasing student support services. Lydia said, “Sometimes some decisions being made about
student services seem to be completely disconnected from AB 705 and that's been difficult to
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see…” This highlights the concerns some faculty have that better decisions need to be made by
the schools to help students impacted by AB 705 succeed.
Lack of Reading Skill Support
A theme that emerged when talking about challenges students face that connects with
resources is students not having reading skills needed to succeed in academics. Kellie from Alga
expressed her concern about students’ reading skills by saying, “…they have difficulties reading
challenging texts, and they haven't been taught a lot of different strategies in order to break those
texts down.” Jaqueline at the same school as Kellie also mentioned students are not coming to
college with academic reading skills. “I have students who have kind of a lack of preparation
where their schools didn’t teach them academic reading and writing prior to coming college.”
Jaqueline then said, “I do a lot of modeling and sequencing and kind of taking them through the
assignment because I know it's new for many of them.” This work helps students with those
skills so they can succeed with the writing components of the class. Jaqueline disclosed that her
school gets a lot of first-generation students, so the reading and writing skills they come to
college with are usually different than the skills of students who have parents who went to
college. She said:
…we have a lot of native speakers too who tend to be first generation college students.
So maybe their academic background and reading and writing isn't as strong as someone
whose parents got to go to community college or got a four-year degree. So, we definitely
consider that when we're preparing our lessons and make sure we break it down and do a
lot of modeling so that everyone can be successful in the class.
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This demonstrates the need to consider all students are not coming to college with the skills they
need to succeed, and instructors need to work on ways to help with student success in their
classes. Schools also need to consider how they can help students be successful.
At Nichols College, Joan and Christina also both stated students struggle with reading
comprehension. Joan feels reading and vocabulary are challenging for students: “One of the
biggest struggles is with the reading. They don't understand the vocabulary level, so they don't
understand… a number of words… in the reading… some of them say …the reading level is too
hard for them.” Christina said, “Focusing on a text is difficult, and pulling out the main idea for
reading comprehension” makes assignments difficult for learners. As discussed before, Joan also
revealed the school does not have reading-specific tutoring to help students, so it is a challenge at
her school for students to get the extra support they might need with that specific skill.
Veronica at Birmingham said, “I like to say that they're engaged with the readings, but
some of them are more challenging. And so even getting…the main point out of that might be
difficult.” Adele from Clemens College also said getting the main point and general reading
comprehension skills are hard for some students. She commented:
…I'm still just concerned about students getting that core content because I think
writing…it's a foundational skill, and… part of it, too, is… now we're also expected to be
teaching reading strategies and… so we're trying to do everything in grammar, reading,
writing in one semester…
Continuing with those ideas, Lydia from the same school as Adele said, “But then there's also a
subset that I've seen more and more of… since the implementation of AB 705 of just sentence
level… issues with grammar and mechanics and just comprehension and reading
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comprehension.” These quotes show the concern faculty have about their students’ reading skills
and how they don’t get the support needed to read successfully in academics.
Jesse at Clemens talked about doing his own studying to help students with reading
academic and scholarly articles and other reading literacies like social media. He observed, “We
spent so much time with… have you read this… rather than focusing on - how did you read it.”
Carol at the same school as Jesse, Adele, and Lydia stated something similar saying teachers
cannot “…assume that they're [students] going to be able to go and successfully engage with the
reading on their own.” Therefore, faculty teaching writing classes still need to help their students
with reading skills, but that does not mean the faculty have been trained to teach writing skills.
From Cuvier College, Charlotte believes “a student who's reading with more depth and
understanding… is going to produce more interesting reactions in their writing for sure,” so the
skill of reading is directly linked to the ability for students to succeed in writing. Corey at Patton
remarked, “We still have a reading requirement on the books, you have to be proficient in
reading” even with the changes brought about by AB 705. English instructors are realizing the
need for students to have these skills, but they might not be clear how to teach them, so they rely
on the reading faculty to help their students become proficient readers. Academic reading skills
are a necessary resource for students to have success in all of their classes – especially those that
require writing.
Distribution of Resources for Faculty
When asked about resources students have access to, 11 of the 16 interviewees mentioned
the Writing Center with a few mentioning students being required to go there as part of the class.
Veronica from Birmingham said:
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The resource that I really push is the Writing Center. Especially right now. This last
semester was the first time I started offering extra credit for going there because I just...
it's such a world of difference. And once they go there once, so useful.
The other resources noted by multiple instructors were the library with some having librarians
come to and work with their classes, disability resource centers, and mental health counseling.
This shows a few ways schools are helping students in all classes but specifically ways
instructors see schools as helping students in their corequisite classes.
Training
Another way which resources are reflected was when interviewees were asked if they
have received training about barriers to access students face and if they have received training
about AB 705. Six instructors from four schools, Clemens, Cuvier, Nichols, and Patton,
explained their departments have communities of practice where they meet with department
members to discuss issues, ideas, resources, and other ways they can support students and each
other as a way they have received training about barriers students face and AB 705.
Aurora from Patton said, “As far as I know, it's required to teach our support class.”
Christina at Nichols said instructors who taught their previous accelerated class, “Had to take the
course with CAP [California Acceleration Project].” She said that because those who taught their
accelerated course before the corequisite model began had required training, with the new
corequisite class, “It was already…kind of assumed that you knew you knew how to teach this.”
This meant new training was not required at Nichols College for those teaching the English 100
with a corequisite.
No one else interviewed mentioned their school having required training though they all
said training was offered except for Veronica at Birmingham College. She stated things are
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discussed in department meetings, but “I can’t say we’ve really done it…as professional
development.” Veronica went on further to say that if there is training on AB 705 but it is not
offered the week before the semester when intense professional development is presented over
the course of a week, “I just don’t have a free second to do that kind of stuff…” This means if
the school is offering extensive AB 705 training, it has not been made clear to all the English
instructors at Birmingham College.
Other respondents talked about training on equity with things like book clubs and
speakers being part of this training. Six of those interviewed also talked about getting training for
AB 705 and equity through the California Acceleration Project (CAP). This group started in
2010 as a way to help students who were in developmental classes and promoted, even before
AB 705, things like corequisite classes and not using placement tests but multiple measures
instead (CAP, 2021). Aurora from Patton said, “We used to attend off site for CAP training, and
then we started offering it in house…and I went to the off campus one two years ago.” Adele
addressed how she attended CAP training, and then in the department, “We really...did a lot of
work last year in the community of practice about teaching…the affective domain and
sharing...those CAP resources.” This training has been a major part of helping community
college instructors in the state with implementing AB 705.
The answers about training offered showed schools were seeing both full-time and parttime attendees, and in two cases, Anderson and Alga Colleges, the schools were even able to pay
adjuncts to attend at least in the past even if they cannot currently pay them. When asked about
training, Ava from Anderson replied:
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Nothing has been required, but there have been some, actually some paid opportunities in
addition to just professional development… I've noticed it's been a mix of full time and
part time since our part time teach the majority of our classes…
At Alga, Kellie noted, “…they weren't required, but we did have money at the time, and so
actually, adjuncts and full timers were paid a stipend to attend.” Jesse at Clemens said, “I feel
like it's mostly part time. To be honest, I think there's a few full timers who come in here and
there… they leave like in the middle or like 20 minutes in.” Schools showed they got a mix of
attendees and did have funding at least at some point to pay people to train in relation to AB 705.
In addition to AB 705-specific training, instructors were also asked about training they
have gotten on the barriers to access students face, and all of the instructors were able to name
instruction they have gotten from their school, department, or both. Generally, the training was in
the form of workshops though some book clubs were also cited. Adele mentioned getting this
type of training in the CAP workshops. Aurora who is tenure-track said that at Patton, “It's kind
of an ongoing conversation in our meetings, but not so much, you know, formalized training.”
Cecilia who is an adjunct at Patton talked about her fortune in getting training about barriers to
access. She said:
I would say, I've had a lot of training. I'm really grateful, and there have been so many
opportunities for training, and…I don't know if other adjuncts have the same experiences
I do. But I feel like a lot of support from the community of faculty where I am, both from
fellow adjuncts and from a full-time faculty, and it's like, “Hey, this is coming up. You
should join this.” Or “Hey, we're going to do this. Come, come to this training with us it's
paid.” Or, “We're going to go out for lunch afterwards,” or something. And so, the very
first one I ever had was because the person who is now the department chair saw that I
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was just finishing my Master’s and was like, “Okay, like she really wants training, so
come to this three-day event. Unfortunately, we can't pay you …” but, I mean, the
training is there. I'm thrilled because I'm so desperate for training right now.
This experience Cecilia has had with training showed her enthusiasm for it, but it also shows a
school that is supportive of helping their part-time faculty to get training.
The main theme brought up when talking about the trainings they have attended was the
idea that the purpose was to work on equity in their schools. These examples illustrate how
schools are attempting to give power to instructors to learn about students and how to help them.
This power is then transferred to students in their classes. Adele talked about her department at
Clemens and said this when talking about training and equity:
Our faculty, I think, are really committed to equity. Committed to really… working with
our students in a way that helps the students, and so I think the faculty who have been
assigned to those classes [the corequisite classes] are really committed to equity issues,
and that's the message I think that's been reinforced by the department, and it's been sent
out…work with your students and do what you can to really support them and get them
through this class… without lowering standards but providing that support to bring those
students up.
This highlights the message schools see embedded in AB 705 – it is about equity and helping
students who might not have gotten that support before.
Help Available to Instructors
When the interviewees were asked who they go to with questions about AB 705, 13 of
the 16 people said their chair was a resource. Ava explained:
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Our department chair right now is really knowledgeable about the curriculum and about
the law and about AB 705… So, I go to him for a lot of the questions that we think are
really specific about the implementation of AB 705 where I don't feel confident.
Those who did not mention their chair were still able to identify people on their campus they
could get information and support from. This shows that the institutions are at least getting
information to some members of the department so they can support their colleagues with the
implementation of AB 705 allowing faculty to have power of agency.
Though faculty could name people they could go to for help and institutional training
they have received, Joan mentioned there is not enough support for faculty in terms of class size.
She said there are 35 students in each class, and they want to get students through the writing
sequence faster, and the schools “want us to perform miracles,” but because of funding, faculty
are expected to do this without support like tutoring “…you got rid of all these classes…then…
what are we going to do to supplement that?” This concern reflects a lack of resources for
students which would help faculty with teaching the classes now that developmental classes are
limited or eliminated completely, and this threatens some power that could go to the students
who are willing to seek help to be successful in their classes.
Distribution of Knowledge
This is a harder step to measure in the use of CPA as a framework. In education,
information is being shared with students by instructors and classmates, and students are then
sharing their knowledge back with their instructors and peers. When asked how she shows
students she values their experiences, Cecilia stated in her assignments, “They have to rely on
their own knowledge or on their own experience or on their own interests in in order to be able to
do the assignment.” Lydia addressed this question in a similar way by saying her “students are
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asked to draw upon their own knowledge or their own interests” in the assignments for her
classes. Lucy also used the word knowledge when talking about the way students respond to the
assignments. She expressed, “I tried to make it so that they have to rely on their own knowledge
or on their own experience or on their own interests in in order to be able to do the assignment.”
Christina described how she asks students to use their knowledge and experiences in their
writing to connect what they know with what they are reading and watching in class and
“supporting it [their ideas] with our course text and also their own experiences.” These responses
show a distribution of knowledge because these instructors are encouraging the use of students’
experiences in their writing, so students feel as if they have something to say about the
assignments that is valued, and that they are able to use that information in their work.
At the same time, there are gaps in knowledge in students tsling these classes that were
highlighted by various instructors interviewed. In addition to the struggles students face in school
because of the other aspects of their lives, instructors also said they have students in their
corequisite classes who come in not writing at a college level. Three of the interviewees said that
coming up with what level their corequisite students come to school with is a tough question to
answers because they do not think of levels, or, and Jesse said, “they have different literacy
skills,” so leveling was challenging. Joan noted she knows she has students from universities
taking her writing classes right now because of COVID-19 and the fact students can currently
take the majority of their classes online. Joan clarified:
Well, I'd say…this semester, the 100-level class…their writing skills are pretty strong. I
don't know if that has something to do with… the online… We're getting kind of different
groups of students, and I also noticed that I have a lot of students that are usually
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attending universities… like University of Arizona or Berkeley, but I guess because to
save money... so I don't know if this semester’s quite the accurate picture.
The other teachers said that though some of their class was right at transfer-level writing, there
are students who have never written essays or were at a developmental versus transfer level of
writing. Some of the writing skills teachers feel their students do not come to the 100 with
support classes with are things like: organization, writing a thesis, reading skills, formatting,
quoting, and the inability to answer a writing prompt. This shows there is still a gap in
knowledge with the goal being for students to learn these skills in the corequisite classes.
Another way to consider the distribution of knowledge was answered when instructors
were asked if they think AB 705 will hurt or improve student success. There were 11
interviewees who said it will improve success which indicates a distribution of knowledge, and
the other five responses varied.
Jaqueline responded it will be important to look at data to see if AB 705 hurts or
improves student success. She suggested:
We’ll have to study the data to see, and… trends in education tend to be cyclical, so it is
possible that in 10 years they will look at all this and say to themselves, “Wow, these
students can't read or write very well. Maybe we need to bring back other kinds of
instruction.” And it may be that they will come up with one level below transfer that has
reading, writing, but I hope they don't come up with the model of… six classes below the
level where you're writing a sentence and a paragraph because I don't think that really
serves our students. Our students are very capable of the work if we break it down and
model it and make it accessible.
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This shows that though she is confident the corequisite model is good, schools will need to look
to confirm that it is truly working for students and adjust if it is not working for students.
Joan at Nichols said that her school has kept a developmental reading and a developmental
writing class “on the books” so they could possibly be brought back again if there is a need.
Cecilia, Aurora, and Corey all talked about how in their department at Patton College,
some people still want the developmental classes they had before. Corey said, “There was
definitely resistance [to AB 705] through people in the old guard, many people who have been
there 20, 30 years…” Cecilia expounded on this by saying:
There's still a lot of debate in some ways around it [AB 705]. Some people who are still
like, “Oh, no, we still need …the pre-transfer level, we still need the remedial classes.
And even students are like, “Oh no, we totally need remedial classes still.”
Aurora also said instructors wanting to hold onto developmental classes by saying:
I'm worried that for some people who didn't see it coming, it was an abrupt change…
there are a lot of us are plugged into it, and we're taking part in the training and things
like that. And then there were some that were like, “Wait, what? What, just
happened?” And we have a lot of people in our department who really for years have
taught… those… foundation courses or gatekeeper classes and feel married to them…and
will not budge. And so, I think that that does harm for our students to have these teachers
that are just obstinate.
But, as Cecilia said, “Something had to change,” so even though there may be resistance at
schools, AB 705 is mandating that schools change how remediation works no matter what
faculty may think about the rules.
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Adele feels it is really hard to tell if AB 705 is working since there has only been one full
semester of data (fall 2019) since the spring 2020 semester had the pivot to distance education
mid-semester, and the fall 2020 semester was all online. However, she also said the previously
offered class one level below transfer “was important. I felt like… I really saw progress a lot of
progress with my students” in that class.
Charlotte at Cuvier believed students starting in low levels of developmental in the past
felt they were “nowhere near ready to be in college” when they saw the structure of multiple
levels below 100. At the same time, she indicated it is important for schools to realize some
students do still need developmental help. With the corequisite class, Charlotte sees the need for
scaffolding to help students reach their goals “rather than looking at all of the ways that they may
be deficient in reaching those goals.” This can encourage students because they see themselves
as able to do the work for the class.
Joe from Anderson College explained that the classrooms where some of the English
classes are held are in a building without Wi-Fi, “I think classrooms would be the biggest
challenge in… these bungalows…and it just conveys a really bad message to students about the
value of humanities.” He believes the messaging from the school to the students in these classes
“is like, ‘hey, you, you’re not ready for college, so go to this crappy building.’” He worried about
what this communicates “to our incoming students who are the most vulnerable.” When students
consciously or unconsciously receive messages like this from the schools, that can affect the
student’s confidence which could affect their success in gaining knowledge. However, he also
said:
…statistically more students will then have access to the college experience and
everything that goes along with that…and I think that will spread. I think it's a feedback
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loop. Their family members will see that success, and it will continue on through the
communities that traditionally have been just straight up blocked by the systemic racism.
Therefore, though he was concerned about the messaging of the building his students are in, Joe
also saw how the idea of higher education could spread among communities who did not see it as
an opportunity in the past because of the access AB 705 allows.
AB 705 could go both ways, according to Veronica from Birmingham College. She
thinks it could hurt or improve student success. She stated she believes students who might not
pass the new version of this class and give up probably would have had the same issue in the
multiple levels below transfer offered before where they might have given up instead of taking
all of the classes. Now they might give up when they realize they might have to take 100 with
support multiple times if they do not pass. She continued on wondering if it is better for student
to take the multiple classes before the 100 class and pass them and if that was “more useful than
taking 100 and failing… is that going to hurt your pride... I don’t know if you’re setting up
people for failure.” She said students in her corequisite class now will see the work of other
students and know theirs is nothing like that, and this could motivate them to work harder, or it
could discourage them to think they do not belong in the class.
Christina from Nichols College said that in the corequisite classes, something she hasn’t
seen before is:
There's a homogenous group, not in terms of ethnicity, but just in terms of past success in
school… And when you have all of these students together without those other students
to kind of raise the bar even and just in terms of motivation…I don’t know how to solve
that.
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Christina felt in the past students would help those with lower skillsets to become more
motivated in trying to match the work of their peers. She said they would “lift the other students
up or… they'd just become a bar that other students need to raise to.” Now she feels her classes
basically have students at all the same level, so there are not students to help set a higher
standard that other students want to achieve.
Lydia was the only person who said that right now, in her second semesters working with
the corequisite at Clemens College, she thinks AB 705 is hurting student success. After a sigh
and a long pause following the question, she clarified, “It's not enough to replace a full semester
of the… developmental. It's not a substitute for the developmental.” She feels this new course
arrangement is not a substitute for developmental classes that were offered before.
Step Four
In this step, there is need to reflect on how a policy could affect inequality and privilege,
and this was reflected in the question where instructors were asked who they were fearful might
get left behind because of AB 705. A few themes emerged from the interviews that show there is
a fear inequality will continue even though the intent of AB 705 is to eliminate barriers in
college. Those themes are concern for: students with disabilities, ESL students, students who are
part of generation 1.5, students who lack time or who have other time constraints, those the Bill
was meant to help, some general “other” categories of students, and a few people who said they
were not concerned about any students getting left behind because of the Bill.
Students with Disabilities
One of the main findings of this study is that eight of the people interviewed think
students with disabilities could be left behind because of AB 705. Jaqueline gave the caveat that,
“We're going to have to analyze the data” to see if this is true. “It may be that if you have a
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certain type of disability, but we can't…say that every person with this type of disability needs to
have two semesters. It just depends on the person.” She continued on to say:
But really, I think that if you've got the six hours a week, you got maybe an embedded
tutor, you've got the time with the instructor that regardless of where you're coming in,
with whether it's a visual impairment or cognitive impairment, you could probably do
those things in one semester if you get enough practice and repetition and revision, and
you get a chance to really master the skills. Especially if you're willing to put in the work.
This also reflects the idea that she believes students who are able to put in the work will be able
to pass the 100 with support classes with effective instruction, so even if a student has a
disability, it is possible they could pass the class in its new version with support.
Others concerned about students with disabilities being able to succeed without
developmental classes had various reasons for this concern. Carol at Clemens College said in the
past she had students registered with the Disability Resource Center (DRC)3 who would take the
developmental class a few times, and though they didn’t pass on their first try, they were still
learning. When asked who she thought could get left behind because of AB 705, Carol reflected:
I think that students connected to the DRC. Students with disabilities used to really have
a place in our developmental program where they could spend… a year, maybe not pass,
come back two years, three years where they're learning… they're… maybe not passing,
but they're learning… though they're not going to have a conventional path to transfer.
So, for students who are really intent on transfer, AB 705 will not leave them behind,
partly because of… the way [funding is] modeled for completion, and… there's going to
be a heavy emphasis on resources for those students…but I know from talking to

3

Schools use different names for centers for students with disabilities, but for the purpose of this study, I will use
the term DRC.
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people…in the DRC, that students…who just cannot attempt 100, there's no equivalent
place for them to be outside of developmental writing, at least not in our program. So, I
worry about those students.
This illustrated Carol’s concern for students with disabilities and the impact AB 705 will have on
their success in higher education.
Adele also at Clemens commented that the concern with DRC students for her is because
writing skills are foundational, and “I've been worried about our DRC students because of the
faster pace, because… students who may have issues with…processing, so that concerns me.”
Since these writing skills are needed in the rest of their academic career, if students do not get to
the writing proficiency required of all of their college classes, that could be detrimental to these
students being successful in other classes.
Joan from Nichols College reflected that in the spring of 2020, students she knew were
registered with their DRC program did not make the transition to remote learning. “I had several
of the students in my English [class number given here] class, and I lost them once we moved to
the online platform.” This led to the concern that the global health pandemic could be affecting
these students in addition to the other challenges they already face as students.
ESL Students
Another group of students interviewees were concerned about is those whose first
language is not English4. Five people said they are concerned about ESL students in their
responses to who might get left behind because of AB 705. When asked this question, Charlotte
replied, “…the only thing I can think of is, I hope not, a large swath of our second language
learning students because I just think it's murkier what this means for them in terms of where

4

They will be referred to as ESL students in this dissertation.
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they can get the language acquisition skills…” Though these issues may not mean ESL students
are being left behind, the fact instructors did express concern for these students is important to
highlight.
Though there was anxiety for ESL students getting left behind with the Bill, Corey, for example,
believes:
ESL students may have a problem with their prepositions or their subject verb agreement,
but they know how to organize an essay. They know the function of an introduction.
They know the function of transitions. So, their weaknesses are balanced out with their
strengths.
Joe mentioned the amount of effort and work ESL students put into their assignments, so they
are not a concern to him because:
Those students do just fine with the assignments of writing…The only problem is, I feel
like they're getting left behind in our class discussion, particularly the big class. So, the
interpersonal communication. So, I wonder if I'm doing them a disservice. But then when
I see their work. I think that they're totally ready to move on to, you know, their majors
and stuff.
By highlighting the success Joe sees with his ESL students, he clarified that he is not at worried
they will be left behind because of AB 705.
Generation 1.5
Two instructors expressed alarm for students in generation 1.5. This is used to describe
students who have “feelings of being culturally between first- and second-generation
immigrants; they are often fluent in spoken English but may still be working to command aspects
of written English, especially academic writing” (Fleischer, 2017). Generally, these students are
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born in another country but have lived in the United States for years. They may not consider
themselves as ESL students or they want to distance themselves from the ESL designation
(Fleischer, 2017). Charlotte at Cuvier College commented on how generation 1.5 used to be
talked about a lot, but now it seems this group of students are not being discussed, but they didn’t
do away, so, “there are still plenty of students who have very little literacy in English in their
homes, or even, even if they're attending high school in the United States… I just think it's
trickier for them.” So even though this group may not be talked about as much, instructors still
need to consider how they are helping them.
Echoing Charlotte’s thoughts, Christina from Nichols said when asked which students
she thinks might get left behind,
I don't think it's the students in our ESL program. I think it's…those 1.5 generation
students… those students who are not ESL, but yet maybe speak Spanish at home and
really struggle with syntax and with grammar, kind of those sentence level issues that
don't have the ESL support classes to help them.
Though these students were only a concern of two interviewees, the fear for them is reflected in
other responses about students who are not at the college-level and wondering if this could be a
reason why, so it is important for schools to consider as AB 705 continues.
Students who lack time
One of the other answers that came up more than once was the idea of time. For some
professors the idea of time has to do with students not having it. As Cecilia at Patton College
said, “…if you have children, and you’re trying to pay rent, if you have all these things going on,
it’s just like school, nah nah, it’s the least of my concerns.” Continuing with that idea, Lydia at
Clemens College declared students who don’t access resources may not benefit from AB 705,

118

but she said that not accessing the resources, “It's not because they don't care… but they also are,
you know, raising families, working full time jobs.” Christina from Nichols also noted students
“getting work in in a timely manner and juggling classes with…this real-world juggle” can be a
major challenge for her pupils. These instructors realize the many roles students play in their
lives, so their lack of success in a 100 with support class may not be because they cannot do the
work, but it could be because they have so many other things to deal with in their lives, they may
not have the time to put into school that is needed to pass the class.
Jesse at Clemens College talked about time in a different way. He believes the students
who may be left behind by AB 705 are “students that don’t put in the time,” and Jaqueline at
Alga College said students who are “willing to put in the work” should not be left behind.
Jaqueline also said that with the support class:
You've got the time with the instructor that, regardless of what you're coming in with,
whether it's a visual impairment or cognitive impairment, you could probably do those
things in one semester if you get enough practice and repetition and revision and you get
a chance to really master the skills.
Both of these instructors link the time spent on the class with the ability to succeed or not.
Additionally, Cecilia explained students may have the time, but for others, resources and
time can be an issue for their success. There are students:
…who have the time to be able to do the work that they need to do to pass the class and
succeed. And then there are others who do not have those resources, who do not have that
time. And those are the students were being left behind.
These responses highlight the struggle students have with the amount of time they need to spend
doing their schoolwork and all the other things competing for their attention. Time is a privilege
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not all students have. Not everyone can devote themselves just to academics. This leads to
inequities in who can be successful in college.
Those with Time Constraints
Another way pupils may lack time comes from Nichols College and is part of their
support class structure and is not an issue of student pressures competing for their time. At
Nichols, students do not have class for as many hours a week as other schools have their students
meet in the 100 with support combination. The six other colleges have the combination classes
meet for a longer amount of time each week in their combination classes. This is a major concern
for Christina who said there has been a lot of talk in the department because they know this
current structure is not working, and there seems to be a consensus this is because students do
not get enough class time with their instructors. The department wants to “maintain rigor but yet
also meet students where they are at” to promote equity while realizing these are students who
need developmental work in English. Christina stated the department has, “…kind of a blanket
course to get everyone up to speed and…it's just not possible with the way that we right now
have [English 100] setup. That's not possible.” She did feel with more hours with the students
like other schools have for the 100 with support classes it would be more probable to help
students then they are now because “students are capable with the appropriate amount of time
and support.” This shows the issue with time in a different way highlighting the fact the school is
limiting access to instructors for students, and this could led to students not being successful in
this new version of helping students with developmental skills.
Similar to Christina’s thoughts, Jaqueline mentioned that Alga College started with
meeting their students more hours per week in the 100 with support classes, but “because of
budgetary constraints and other issues, they've decided to make it [number of hours given here] a
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week. And just for my own personal experience, that model is not as successful as six hours a
week.” This highlights the desire from instructors to see their students more hours per week in
these classes to best help them succeed. Jaquelyn also observed:
If you're going to get rid of 18 units of reading, writing [the number of developmental
English units students could possibly take before], you could give the students one hour
back. Right? I think we owe that to them, and especially in the model that really works.
That's what we should be doing.
She was illustrating that six units is still a lot less than the number of units learners who took the
full developmental course sequence had to take before, so it makes sense to have students meet
six hours a week so they could really get the time and assistance needed to succeed. A six-unit
class is still not the high number of units students in pre-transfer sequences of English had to
take before, so students would not get stuck in a developmental sequence rut like they did in the
past.
A time constraint students also cannot control was discussed by Aurora. When asked the
biggest challenge with implementing AB 705, she said, “I think time, honestly; the time that's
going into giving really good feedback.” She continued to say that though she wants her students
to focus on their ideas and structure most of all, she spends a lot of time with feedback because
she knows the students want to know how to fix their grammar, so she wants to give assistance
on mechanics as well as content, “So really it’s the time and so much more time than I
anticipated giving feedback.” Aurora also commented: “In our department we do talk more about
that conference…that one on one student time… and so I spend a lot of time reaching out
individually more than I did before and setting up those personal conferences.” She noted this
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also takes time. Known for already having a lot of grading to do, it is possible AB 705 is adding
more to the load of English professors which could affect students negatively.
Those it was Meant to Help
Another notable result from this question was two of the four people interviewed from
Clemens College felt those left behind by AB 705 would be the very students the Bill intended to
help. Lydia said, “I think the very students that it...seeks to…help. You know, the ones who…
are coming out of high school or…it's been a while since they've…been in school who are
coming out, just with not college level writing skills.” Adel said, “The very students it's meant to
help I still do worry about.” They both expressed concern some students are not coming in ready
for English 100 classes, and they wonder if one semester is enough to help students with all the
foundational writing skills required for them to know to be successful in writing.
Along those lines, instructors at other colleges specifically mentioned students in poverty,
students from low socioeconomic statuses, and students of color might not benefit from AB 705
in the end. Concerning students who the Bill aims to help but might not, Carol from Clemens
expressed:
I worry about the students… who do not have the technology, the access they need with
or without COVID, you know? Just the way the technology has been a big aspect of
learning. And the third group I worry about are the ones who are… living in poverty
because they just don't get to us, you know, even you know as valuable as it is that that
barrier has been removed, they still don't have the socioeconomic, what they need to
become a student.
Continuing to echo the concerns Carol expressed, Veronica observed that underserved
communities could get left behind with the new requirements of AB 705:
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…it's those populations who had a bad education…underserved…communities that
had…poor education in high school…And then they get to community college, and
they're not ready. And they realize it's going to be really, really hard. But… I don't know
if it makes much difference where they go in. It's going to be hard no matter what. Right?
Given this, Veronica expressed how she is not sure if AB 705 makes a difference because classes
will still be hard for students who are not ready no matter what level they are at to start their
classes.
Others
Some other students the faculty interviewed were concerned about not benefiting from
AB 705 are: those who get overwhelmed, those without self-confidence, those who are returning
to college after an absence in education, those with children, and those who will give up if they
do not pass. When talking about students who might get left behind, Joan at Nichols reflected on
a student who was overwhelmed:
…maybe students also too that get kind of overwhelmed… by the freshman
composition….for some students, they tell me like, I had somebody last year. She
dropped… I thought she was doing fine, but she was just like, this is just too much for
me. I'm not ready for this type of class… and she dropped.
These students face personal challenges that instructors simply might not be able to help them
overcome, so though the students with these concerns may have the skills to pass a corequisite
class and a teacher might do all they can to promote confidence and to help with time
management, most of this comes down to the student and if they are able to overcome their
challenges.
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No One
The two people interviewed from Anderson College both responded they did not think
any students would be left behind because of AB 705. Ava commented, “I think now we’ve
opened doors for students to not get left behind, so if anything, I think it’ll do the opposite.” Joe
said he knew saying he didn’t think anyone would get left behind because of AB 705 was a
different perspective from many people, but “I honestly don't think that students who would have
made it without AB 705 will in any way be left behind. So, yeah, I would say none. Could be
wrong.” These responses stood out because Jaqueline at Alga College was the only other person
who indicated that with hard work, no student would be left behind because of AB 705. Though
she did say there would be a need to look at data as the school collects more, she also said:
So far, our success rate of African American students is exponentially wonderful… so
far, our data is really strong that students are doing much better in these accelerated
classes that are designed well because it’s the kind of instruction that makes many, many,
many, students successful.
Thus, there is hope these classes really will distribute the power of knowledge to students.
A look at the demographics of the areas Anderson and Alga Colleges serve was done in
comparison to the other five schools to see if that could relate in some way to these responses
versus the other schools in terms of being in higher income areas or other such factors. However,
there was nothing that stood out about the income, ethnicity, or access to computers and internet
at home when information was pulled from the government census web site about the areas these
colleges serve, so it is unclear what might be a factor in these responses except perhaps personal
and institutional optimism.
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Conclusion
A variety of answers have led to some themes that will be discussed in Chapter Five as I
consider what the results to this survey mean in light of some recent findings that have come
from early data about AB 705. This chapter looked at steps one, three, and four of CPA
specifically, and it found that though schools seem to be implementing the Bill as it was
intended, there are still concerns about AB 705 not helping all students which could still leave to
inequity which is what the Bill is trying to avoid.
It should be noted that when looking at responses, nothing stood out in terms of race,
ethnicity, gender, age, or years of teaching experience in connection with respondents and their
replies. Answers varied across these categories with nothing of significance being observed.
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Chapter Five: Discussion and Implications for Future Research and Practice
Introduction
There have been many attempts to help community college students who are not at the
college-level succeed. Before AB 705, schools were actively working on the Basic Skills
Initiative from 2006 until the last few years. While some schools began transitioning to
accelerated learning, schools still had to help students who needed remediation (Illowsky, 2008).
AB 705 was a way to address the criticisms of developmental coursework that was being
questioned by many scholars for a variety of reasons.
In September 2020, the Academic Senate for California Community Colleges Guided
Pathways Task Force released an executive summary on AB 705. This summary notes, “Now,
more than ever, community college must recognize their student populations and their mission to
successfully enable all students to reach their educational goals” (Academic Senate for CA,
2020). The summary also reminds people of the idea “that higher education should be available
to everyone” reiterating the open access mission community colleges were founded on
(Academic Senate for CA, 2020, p. 1). In the report, they also state they have a few areas of
concern given the early data that has been collected about the enactment of AB 705:
The data analysis indicates three primary areas of concern:
•

The overall decrease in students enrolled in any math and English, which
are basic building blocks for higher education success;

•

Growing equity gaps in successful completion of courses for every ethnic
group other than white non-Hispanic and Asian; and
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•

Major equity gaps in success and throughput for some special populations,
including Foster Youth, CalWORKS, DSPS, and others. (Academic
Senate for CA, 2020, p. 2)

Some of their areas of concern expressed by the interviewees are highlighted in my interviews
with faculty who are the ones in the classrooms working with students impacted by AB 705.
Mainly, there is concern both from the Senate report and my interviewees that students will
disabilities are struggling with the requirements of AB 705.
After interviewing 16 subjects and looking at their responses using the Critical Policy
Analysis lens, there are a number of findings that are important for community colleges to
consider as they look at how they are implementing AB 705 and what they might want to do as
they analyze their data.
The summary and implications will continue to use the CPA framework to consider what
my interviews suggest as AB 705 continues. Step one concerning what a policy says compared to
what is done with the policy by those implementing it was discussed in the previous chapter, but
there were no notable findings and nothing to recommend to schools with this part of CPA. Step
two will not be discussed here since the roots and development of the policy were addressed in
Chapter Two and were not part of the interview questions. Steps three and four have findings
that will be discussed further in this chapter. Step five will also not be addressed here as it is too
soon to tell if this policy will face any resistance to domination or oppression that may occur
because of the policy.
The interviews mostly led to results that fall into step three and looking at the power,
resources, and knowledge that are gained or lost because of a policy. Therefore, this section will
highlight the important conclusions that came from the interviews that schools need to consider
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when looking to make sure resources are being used in a way that gives students power and
knowledge.
Key Findings
Critical Policy Analysis
The use of this framework gave a helpful foundation to think about AB 705. The ideas to
investigate when looking at a policy can be applied to laws that involve any number of ideas.
However, the framework is not specific to education. Though all five steps certainly apply to
education, a version of this framework could be developed to be specific to policies that affect
schooling.
For example, step one wants scholars to look at what is being said versus done with a
policy. However, in education, there can be many schools enacting the same policy in different
ways. There could be a step specific for education in this framework that requires teasing out the
differences between the ways the rule is being discussed and implemented among all of the
schools.
Looking at the roots of the policy in step two should include a specific area of focus to
see who authored or sponsored a Bill involving education and who helped gather the information
that supported the Bill. For example, AB 705 was introduced by Assemblymember Irwin, but her
education is in systems engineering, and there is no indication she has any experience working in
education (“Biography,” 2014). Analyzing the sponsors and authors of Bills could be useful for
people to understand who is proposing these changes in education and if they have gotten
enough information to truly be suggesting worthwhile and necessary changes. Though Irwin
likely consulted with experts in community colleges in California, it is not clear who she talked
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to, what research she was presented with, and how she decided to support this Bill, so this leads
to questioning if there was an accurate understanding of remediation at the community college.
In step three the distribution of power, resources, and knowledge is to be evaluated. I
looked at this in terms of faculty and students, but a way this could be expanded to be a
framework specific to education would be to evaluate all the stakeholders affected by a policy.
For example, there could also be administration, classified staff, tutors, etc. who can be affected
by a new policy, so there should be an area of this framework that specifies looking at all the
people at schools who could gain or lose because of a policy.
I felt step four did not need any revisions. Looking at inequality and privilege for an
education bill could be done with CPA the way it is.
Step five and seeing who might resist a policy is harder to analyze with new policies.
Though there is always pushback to new laws no matter how well-intentioned they might be, it
can often take time before there is evidence that shows how people might rebel against the
domination the policy brings to certain groups. It might be wise to make this a step that is only
included in examining policies that are at least five years old. Granted, in some cases a policy
could have instant resistance, but in the case of AB 705, many inequities have been eliminated
for now, but it is possible as more data becomes available a clearer view of the “non-dominate
groups” being oppressed could be discovered, and this data could lead to changes (Diem, et al.,
2014, p. 1072).
Step Three: Distribution of Power
Key findings using the CPA framework’s third step is to see the distribution of power,
resources, and knowledge that occur because of the policy. The interview results highlighted a
few main ideas schools need to consider as AB 705 continues.
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Placement and Registration
One of these come with student placement and registration which can give power to the
school or to the students. Schools need to review their methods for explaining how the multiple
measures placement works to students in order for them to understand what the regular 100 class
is versus the one with support, and so students understand why the class with support was
suggested to them. Similarly, schools need to find better ways for students to understand what
the support class is, when it meets, and how they register for it, so the teachers are not left with
students who are confused and trying to change schedules the first week because they did not
understand how the corequisite worked. Adele felt students at Clemens College are “confused
about which class is linked.” As highlighted earlier, Corey also specifically mentioned issues at
Patton Colleges with students struggling with these issues and looking at the registration pages of
the other schools, though it did not come up in other interviews, it seems this might be a common
issue for schools to investigate. If students without a clear understanding of college are accessing
the information from school web sites, the institutions need to be sure the information is
presented to students in a way that is extremely clear and helpful. If a student does not
understand what they need to do, the school could lose the student completely.
Moreover, something to consider was pointed out by Joan who said not all students plan
to transfer, so they may not need these English classes. Joan lamented:
… we’re community college... not everybody's taking classes to transfer… what
happened to the idea of just ... taking classes for personal enrichment? And I had so many
students in a reading class …they had low skills and they just wanted to improve… not
everyone is going to get a degree or anything like that. And so, I don't know, I just think
that's… kind of…a tragedy.
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Schools should consider what they can do to allow students to bypass classes like this if the
learner’s only intention for being in college is for personal improvement or enrichment in
specific subjects. Students in these instances should be given more agency with course selection
to pick the classes they want to take without having required classes if they do not intend on
getting a degree or certificate.
Step Three: Distribution of Resources
Tutoring
Instructors at four of the seven schools in the study talked about the importance of
tutoring, and specifically embedded tutoring with the support classes. For Clemens, Alga,
Nichols, and Patton Colleges, two instructors at each school talked about the importance of
having funding to support tutoring programs and student support services as was discussed in
Chapter Four. While Patton College is using embedded tutors for the corequisite classes, the
other three schools are not providing them with consistency. The use of embedded tutors by
everyone who said they have them is significant for schools to consider. Since institutions have
cut multiple levels below transfer, they need to support students with assistance that will guide
them to be successful with the model of having no developmental classes or only one level below
transfer that has limited class sections. Student support services like tutoring are vital to the
success of students affected by AB 705. Budgets should not be cut at the expense of the most
vulnerable students. Schools need to look at ways to cut their budgets that do not include
tutoring, and they need to look into having embedded tutors in all English 100 with support
classes.
Harvard began remediation with the use of tutors for the affluent, white males being
admitted in 1630 (Boylan & White, 1988; Boylan & White, 1994). Arendale (2010) questioned if
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given this was the reason remediation started, is it right to eliminate these courses when they are
not just serving rich, white men anymore? As the schools in this study are all Hispanic Serving
Institutions and given the idea that community colleges are open to all, institutions need to make
sure budgets do not sacrifice the support all students, no matter their race/ethnicity, income, or
gender identity need to pass these classes.
Reading
In addition to tutoring funding, 11 of 16 instructors representing six of the seven schools
that took part in the interviews stated the need for students to get reading support in addition to
the additional writing instruction they get in corequisite classes. Anderson College was the only
school not to mention the need to help students with reading skills in the two interviews
conducted with professors there. Everyone interviewed from Clemens, Alga, Cuvier,
Birmingham, and Nichols Colleges mentioned reading skills as being vital to the ability of
students to succeed in college and that students struggle with this skill.
In course offerings before AB 705, many schools had pre-transfer level reading classes in
addition to writing classes. Some of the schools still have transfer level reading classes, and two
schools still offer developmental reading classes, but schools need to look at these courses to
make them truly assist their current students who AB 705 is impacting the most. Instructors who
meet the minimum qualifications for teaching reading according to the California Community
College Chancellor’s office should be the only ones who continue to teach these skills to
students.
English departments should be consulting with their reading faculty so the two groups
can work on offering students the help they need with college reading skills. Bahr (2010)
indicated reading is a necessary lifelong skill, so he believed reading remediation was needed.
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However, it could be possible for reading to be addressed without remediation. Schools should
consider having the reading faculty work with students as part of the corequisite class attached to
the English 100 classes. Additionally, schools should contemplate offering transfer-level reading
classes that help students in specific majors like STEM or business and/or students in specific
programs like DRC, Umoja, etc. This way the necessary skills will be taught, but they can be
geared towards students in meaningful ways while allowing them to get transfer-credit.
Students will not be successful in college is they do not have the reading skills their
content area instructors expect them to have because they are in college. When thinking about
community colleges being open to all students, the schools need to make sure they have prepared
their students with all the skills they need for academic success.
Step Four
This step brought to light extremely important information for schools to consider in
terms of students who might get left behind from the changes brought about by AB 705.
Additionally, some research came out in fall of 2020 that goes along with some of the findings
from the interviews, and it will be discussed here.
Students with Disabilities
Faculty are concerned about students with disabilities being successful with the
requirements of AB 705. Eight of the 16 people specifically talked about their concern for if
DRC students can be successful with this model. The eight instructors represent five of the seven
schools that were part of the study. As Carol indicated, students with disabilities who took the
developmental classes in the past have nowhere else to turn for developmental writing support
with this new structure because “there's no equivalent place for them to be outside of
developmental writing, at least not in our program.” This left her concerned for these students.
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Aurora at the same school as Carol explained she was worried about students who might give up
if they do not pass the corequisite class. She said, “…if they don't pass, they'll give up. And that
that breaks my heart a little bit, but I think overall it's [AB 705] good for students.” Though she
did not directly mention students with disabilities, they could be students who would give up if
they did not pass the 100 with support classes on their first attempt.
Since the original intent of community colleges was to allow all people to take classes in
higher education, one group of students they serve are those who may need extra support with
learning and who may need extra classes to help them. Additionally, there are some community
college students with disabilities who are there to help with socialization and other skills for
functioning in society.
The California Academic Senate report suggests this question needs to be addressed,
“What are the specific factors that influence transfer or basic skills success that can be identified
within special population strategies such as Puente, EOPS, Umoja, and DSPS to better optimize
success and reduce equity and achievement gaps?” (Academic Senate for CA, 2020). Along with
this question, schools need to consider what classes and support services are being offered that
help DRC students and what classes students in this program used to take and versus the classes
they are taking now. Schools need to talk to their DRC departments to see what courses their
students still want and need to take that could help prepare them for success in English 100 with
or without support. If schools do not work to better help DRC students with the changes that
have happened because of AB 705, they risk closing access to community college to these
students.
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ESL and Generation 1.5 Students
Attewell, et al. (2014) suggested that pre-transfer classes at the community college allow
ESL students to get to the level they need to be successful at the university level. However, AB
705 could be another way to help ESL students with changes to the way the pre-college level
classes work. The fall of 2020 was when the ESL adaption to AB 705 needed to be executed, so
those departments have been working on ways to help their students with pre-transfer and
transfer level work. However, ESL students do take English 100 classes, so another theme that
emerged was concern for ESL students getting left behind because of AB 705. The five
instructors who voiced concern for ESL students were from Cuvier, Nichols, and Patton
Colleges, and the two instructors who discussed generation 1.5 students are from Nichols and
Cuvier Colleges.
As the ESL departments work on their implementation of requirements for AB 705, it
will be important for schools to look at the data that comes from the English 100 with support
classes especially so the schools can determine if these students are getting the help they need.
At least one school has already created an English 100 equivalent that is housed in the ESL
Department. This allows students to get ESL-specific support with the class while getting the
same transfer credit. The generation 1.5 students are not likely to take the ESL classes, so
schools should see if students who might fall into this category are able to be successful in
English 100. If not, then more needs to be done to find out how schools can help these students.
Time Issues
One of the arguments against remedial classes was the students are caught having to take
too many courses (Adelman, 1999; Adelman, 2006; Arendale, 2010; Braxton et al., 2013). This
is another way that reflects time as an issue for students. They need to take the classes to get the
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certificates or degrees that will help them with jobs and income but getting through remedial
sequences takes too long and is too expensive.
Since students will always have other factors in their lives that compete for their time and
attention, there is little for schools to do about students who lack time except to try to offer
classes at times that might help these students and to consider financial aid that might allow
students to work less so they can concentrate on their studies.
Another step schools can take is to make sure students are getting the time they need with
their instructors in class. Instructors at Nichols and Alga college talked about their 100 with
support class structure does not give students the amount of time with faculty that would best for
helping these learners. The reduction in time for the classes was attributed to budgets in both
cases. This means by doing this, schools are setting up students to not get the support needed to
succeed, so other ways of cutting the budget should be considered instead of a reduction in
support class time.
Class Sizes
Additionally, the maximum number of students varies across the colleges. While four
schools have a cap of 25 students per English class, one school has a 30-student cap, and two
have 35 student enrollment maximums. Again, these numbers have to do with school budgets,
but they also mean faculty cannot spend all the time they would like with each student given the
number of students and the number of classes they teach. For students to be successful in the 100
with support classes, schools that allow over 25 students per class need to consider if that is in
the best interest of learners. Especially if they are schools unable to offer embedded tutoring to
students in these classes. Asking teachers to teach more students who need additional attention
and support from them is not going to lead to student success and will lead to teachers who get
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burnt out and frustrated. Faculty want to help their students, but with other commitments to the
college to fulfill as well, the number of students per class is very significant.
Limitations
It is important to remember that implementation of AB 705 was only mandatory starting
in fall of 2019, so though some schools started working on application of the Bill earlier, other
schools only have one semester of data that is not marred by the disruption of COVID-19. In
spring 2020, all the community colleges in San Diego County transitioned to remote learning at
about the midway point of the semester, and in the fall of 2020, all classes at these schools were
held online either including class meetings on Zoom or being fully online. This means schools
will have to consider if any meaningful conclusions can be made from the data they collect from
those semesters or if they should wait to make suggestions and/or adjustments to their offerings
when they have more semesters of classes offered in their traditional face-to-face format.
Given most people interviewed only taught one full semester of the AB 705-compliant
English 100 with support classes not during a global pandemic, the information collected in the
interviews for this study could also be different than data collected upon the return to face-toface instruction with the pandemic having subsided. It will be important for faculty to consider
what they are seeing in their students in these classes when the return to campus happens.
Though most faculty interviewed specifically indicated observations they made about their
students that they thought could be exclusive to the pandemic and learning happening through
Zoom and online, but it is possible faculty thoughts could change in the future when they get to
teach more students in the support classes without the stressors of COVID-19.
It is also important to remember that there were only 16 interviews conducted in this
study, so this is a very small sample of experiences of English faculty in San Diego County
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community colleges. Though clear themes emerged from the interviews, a larger-scale interview
project when schools have returned to their “normal” modes of instruction should be considered
to collect more information from faculty directly working with students impacted by AB 705.
Suggestions for Future Research
As the implementation of AB 705 continues and schools move back to in person learning
after the COVID-19 pandemic subsides, further research needs to be done on DRC students. The
effects of AB 705 need to be considered for this population so schools can continue to help them,
as they have in the past, while continuing the mission of being open access.
Additional research should also be done as there are more semesters completed postpandemic to see the data on success and what groups of students have had the most and the least
amount of success with passing the corequisite classes and moving on to the next course. Schools
that may have gaps in research for specific students need to look at institutions that have success
for those students to see what the schools do differently that could be the reason for that success
to consider implementing parts of those schools’ models into their own practices.
Schools need to also specifically study the results of their students of color to see if they
are passing classes with corequisites. If these students are passing the class, what grades they are
getting in the English 100 with support classes? If the students are barely passing, there needs to
be consideration as to why that is. Schools also need to look at their data to see if students of
color in the support English 100 classes are enrolling in classes the next semester. Also to
consider is if a student of color fails English 100 with support, do they try the class again or do
they take other classes and avoid English or do they drop out of school? Once this data is
available, further research needs to be done to see why these students are not passing English
100 at the rates of white, non-Hispanic and Asian students if the trend from the Academic Senate
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report in fall 2020 continues. Interviews need to be conducted with students of color in this
English 100 with support classes before, during, and after the semester to get their viewpoints on
the classes and what helped or hindered their success in the classes.
There should also be more research that specifically talks to students about AB 705.
Focus groups and/or interviews should be conducted with students who take the 100 with support
classes to see their thoughts on those classes. Though some students might be frustrated with the
number of hours they meet, it is important to get their viewpoints on what they are doing with
that additional meeting time and if they found the corequisite beneficial. If they did find it
beneficial, it is important to ask them what was particularly helpful so instructors know what
students want out of these classes. If students did not find the corequisite to be helpful, it will be
vital to find out the way(s) would they have preferred that supplementary class time to be spent.
Finally, more faculty who are teaching the 100 with support classes should be
interviewed. It is important to keep hearing from the faculty about what they are seeing and
doing to understand how the Bill is or is not being implemented. The information released so far
on AB 705 has mostly been about student success and completion rates; however, talking to
faculty to find out what they are seeing with their students and what they are doing in their
classes is essential to helping this Bill succeed. Effective strategies can be replicated while things
that have not worked as well can be eliminated. In San Diego County, students have eight
community colleges to choose from, so though getting to each school might not be easy for every
student, they could go to a different school if they do not like classes at the school they are
attending. Schools want to keep their students, so they need to investigate how to make sure
English 100 with support at their school is not a barrier to student success.
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Conclusion
Overall, these interviews highlight that faculty believe in the intent of AB 705, but there
are some concerns in terms of the support the schools are giving students to be successful in the
corequisite English 100 classes. These concerns lead to instructors being apprehensive that not
all students will be successful with the lack of developmental classes being offered, so though
AB 705 may erase some racial and income inequalities that led students to be in developmental
classes for a long time, new issues could emerge for students like failing the corequisite version
of English 100 more than once, frustration, and other anxieties.
In addition, these issues could continue to affect the students the Bill was meant to help
thus defeating some of its purpose. More data gathered about successes and areas that need
improvement with implementing AB 705 without a global pandemic factored in will be
important to consider as information coming out now will need to be considered with the lens
that a pandemic was happening that affected students in their personal lives in addition to their
academic lives. When more data from face-to-face learning is available, schools need to make
sure their AB 705 implementation is not making students feel they are being dominated or
oppressed. Rather, schools need to make sure their data helps students feel as if they are
powerful and knowledgeable, and if the data does not show that, schools need to make changes.
As colleges and universities begins to eliminate or lower the number of courses offered in
remedial education, it is important for schools, educators, and the government to consider what
has happened with past variations on remedial education and what the elimination of these
courses could look like in the future. Though it may be fine for universities to eliminate remedial
work in some areas, lawmakers also need to consider first if community colleges are readily
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accessible to students in all parts of the country, and if they are, will they assume remedial work
can happen in them instead of four-year schools.
Moreover, states considering the elimination of remediation could benefit from seeing
what happens in California with AB 705. Community colleges must always remember their
purpose – to help all members of the community they serve with whatever goal they have for
attending college. This could mean students want to attend college to improve remedial skills, or
it could also mean students want to take remedial classes before moving to transfer-level work
because they know they need additional help and support to succeed in more advanced classes.
All reasons for education need to be considered when thinking about if AB 705 should stay as it
is or if it should be altered to best serve the students it is meant to help.
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Appendices
Appendix 1: Recruitment Email
Dear (name inserted here),
As California Community College English faculty continue adapting to the requirements of AB
705, I am conducting interviews to understand how faculty have modified their pedagogy in the
English classes they teach and what faculty predict for AB 705 for my PhD dissertation through
Claremont Graduate University in Claremont, CA. As a faculty member teaching (class name
inserted here) at (college name inserted here) you are in a position to share valuable information
with me.
The interview takes about an hour and can be conducted by Zoom or phone. Additionally, there
is a short demographic survey and an interview agreement to sign (online). Your responses to
answers and participation in the study will be kept confidential. Your name, school name, course
name(s), and course number(s) will all be changed so identifying information is not revealed in
my dissertation. The interview will be recorded so I can have a transcript for my research, but the
recording will be password protected and deleted once I have confirmed the transcript.
There is no compensation for participating in this study, but your participation will be valuable to
my research and could help you and others who teach English at California Community Colleges
understand what is happening in classrooms with the implementation of AB 705.
If you are willing to participate, please suggest a day and time that works for you (just a note that
I teach until 11 am on Tuesdays and Thursdays) and if you prefer Zoom or phone, and we can
plan the interview. At that time, I will send confirmation with the Zoom link, the link to the
survey, and the electronic signature form.
I appreciate your time and consideration.
Erin C. Feld
PhD Candidate, Claremont Graduate University
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Appendix 2: Revised Recruitment Email
An update from my previous inquiry, I can now offer to put your name into a raffle for your
participation, see the third paragraph of this email.
Dear _________,
As California Community College English faculty continue adapting to the requirements of AB
705, I am conducting interviews to understand how faculty have modified their pedagogy in the
English classes they teach, and what faculty predict for AB 705 for my PhD dissertation through
Claremont Graduate University in Claremont, CA. As a tenured faculty member/ adjunct faculty
member/ tenure-track faculty member (the appropriate one will be used depending on the subject
I am emailing), you are in a position to share with me valuable information.
The interview takes about an hour and can be conducted by Zoom or phone. Your responses to
answers and participation in the study will be kept confidential. Your name, school name, course
name(s), and course number(s) will all be changed so identifying information is not revealed in
my dissertation.
For participating, you will be entered into a drawing among all interview participants for a $100
Amazon card. In addition, your participation will be valuable to my research and could help you
and others who teach English at California Community Colleges understand what is happening
in classrooms with the implementation of AB 705.
If you are willing to participate, please suggest a day and time that works for you, and we can
plan the interview.
I appreciate your time and consideration.
Erin C. Feld
PhD Candidate, Claremont Graduate University
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Appendix 3: Interview Confirmation Email
Dear (name inserted here),
I would like to confirm your interview for my dissertation study on AB 705. Below are the
details:
When: (day and time inserted here) the estimated duration is one hour.
Where: (Zoom link given)
Meeting ID: (number given)
Passcode: (inserted here)
Contact Information: My email is erin.feld@cgu.edu and my phone number is 917-517-8297 if
you would like to contact me.
Informed Consent Form: You will be receiving a separate email with a PDF Informed Consent
form with further information about the research. If you could please review and sign it
electronically before we start the interview on (date inserted here), I would appreciate it.
Pre-Interview Survey: To collect some demographic information for the study, please visit this
link and answer the questions here (this will take three minutes or less):
https://www.surveymonkey.com/r/83LJYP5 . Please note, your name will only be used by me
and will be replaced by a pseudonym upon confirmation of receipt of this information.
Thank you for your time, and I look forward to talking to you soon.
Respectfully,
Erin C. Feld
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Appendix 4: Consent Form
AGREEMENT TO PARTICIPATE IN INTERVIEWS ON AB 705 (IRB # 3782)
You are invited to participate in a research project. Volunteering will not benefit you directly,
but you will be helping the investigator to understand how your pedagogy has been impacted
since the implementation of AB 705. If you decide to volunteer, you will take part in a one on
one interview. This will take place in the summer or fall of 2020 for about an hour of your time.
Volunteering for this study involves no more risk than what a typical person experiences on a
regular day. Your involvement is entirely up to you. You may withdraw at any time for any
reason. Please continue reading for more information about the study.
STUDY LEADERSHIP: This research project is led by Erin C. Feld, doctoral student of the
Claremont Graduate University, who is being supervised by Dr. Dina Maramba.
PURPOSE: To discover how San Diego County Community College English instructors have
adapted their teaching because of the implementation of AB 705 and to see their thoughts about
the future of AB 705.
ELIGIBILITY: To be included in the study, you must be an English instructor at a San Diego
County Community College.
PARTICIPATION: During the study, you will be asked to answer interview questions. This
will take about an hour.
RISKS OF PARTICIPATION: There are minimal risks by taking part in this study. All
interviews will
be recorded, and transcripts produced. Names will be changed in the transcripts so identifying
information is not saved. All recordings and transcripts will be saved in password protected
programs. The code for pseudonyms for you, your classes, school, and other people mentioned
will also be password protected and kept separate from the recording and transcript.
BENEFITS OF PARTICIPATION: I do not expect volunteering for this research to benefit
you directly.
COMPENSATION: You will not be directly compensated for participating in this study.
VOLUNTARY PARTICIPATION: Your participation in this study is completely voluntary.
You may stop or withdraw from the study or refuse to answer any particular question for any
reason at any time without it being held against you. Your decision whether or not to participate
will have no effect on your current or future connection with anyone at CGU or with any other
relevant entity/agency.
CONFIDENTIALITY: Your individual privacy will be protected in all papers, books, talks,
posts, or stories resulting from this study. I may use the data I collect for future research or share
it with other researchers, but I will not reveal your identity with it. In order to protect the
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confidentiality of your responses, I will not use your name, the name of your school, or the name
or number of any classes you mention.
There are minimal risks by taking part in this study. All interviews will be recorded, and
transcripts produced. Names will be changed in the transcripts so identifying information is not
saved. All recordings and transcripts will be saved in password protected programs.
FURTHER INFORMATION: If you have any questions or would like additional information
about this study, please contact Erin C. Feld at 917-517-8297 or erin.feld@cgu,edu. You may
also contact Dr. Dina Maramba at dina.maramba@cgu.edu . The CGU Institutional Review
Board has certified this project as exempt. If you have any ethical concerns about this project or
about your rights as a human subject in research, you may contact the CGU IRB at (909) 6079406 or at irb@cgu.edu . A copy of this form will be given to you if you wish to keep it.
CONSENT: Your signature below means you understand the information on this form, that
someone has answered any and all questions you may have about this study, and you voluntarily
agree to participate in it.
Signature of Participant _____________________ Date ____________ Printed Name of
Participant ____________________
The undersigned researcher has reviewed the information in this consent form with the
participant and answered any of his or her questions about the study.
Signature of Researcher _____________________ Date ___________ Printed Name of
Researcher __________________
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Appendix 5: Revised Consent Form

AGREEMENT TO PARTICIPATE IN INTERVIEWS ON AB 705 (IRB # 3782)
You are invited to participate in a research project. Volunteering will not benefit you directly, but you
will be helping the investigator to understand how your pedagogy has been impacted since the
implementation of AB 705. If you decide to volunteer, you will take part in a one on one interview. This
will take place in the summer or fall of 2020 for about an hour of your time. Volunteering for this study
involves no more risk than what a typical person experiences on a regular day. Your involvement is
entirely up to you. You may withdraw at any time for any reason. Please continue reading for more
information about the study.
STUDY LEADERSHIP: This research project is led by Erin C. Feld, doctoral student of the Claremont
Graduate University, who is being supervised by Dr. Dina Maramba.
PURPOSE: To discover how San Diego County Community College English instructors have adapted their
teaching because of the implementation of AB 705 and to see their thoughts about the future of AB 705.
ELIGIBILITY: To be included in the study, you must be an English instructor at a San Diego County
Community College.
PARTICIPATION: During the study, you will be asked to answer interview questions. This will take about
an hour.
RISKS OF PARTICIPATION: There are minimal risks by taking part in this study. All interviews will be
recorded, and transcripts produced. Names will be changed in the transcripts so identifying information is
not saved. All recordings and transcripts will be saved in password protected programs. The code for
pseudonyms for you, your classes, school, and other people mentioned will also be password protected
and kept separate from the recording and transcript.
BENEFITS OF PARTICIPATION: I do not expect volunteering for this research to benefit you directly.
COMPENSATION: All interview participants will be entered into a drawing for a $100 Amazon card.
VOLUNTARY PARTICIPATION: Your participation in this study is completely voluntary. You may stop or
withdraw from the study or refuse to answer any particular question for any reason at any time without it
being held against you. Your decision whether or not to participate will have no effect on your current or
future connection with anyone at CGU or with any other relevant entity/agency.
CONFIDENTIALITY: Your individual privacy will be protected in all papers, books, talks, posts, or stories
resulting from this study. I may use the data I collect for future research or share it with other researchers,
but I will not reveal your identity with it. In order to protect the confidentiality of your responses, I will
not use your name, the name of your school, or the name or number of any classes you mention.
FURTHER INFORMATION: If you have any questions or would like additional information about this study,
please contact Erin C. Feld at 917-517-8297 or erin.feld@cgu,edu. You may also contact Dr. Dina
Maramba at dina.maramba@cgu.edu. The CGU Institutional Review Board has certified this project as
exempt. If you have any ethical concerns about this project or about your rights as a human subject in
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research, you may contact the CGU IRB at (909) 607-9406 or at irb@cgu.edu. A copy of this form will be
given to you if you wish to keep it.
CONSENT: Your signature below means you understand the information on this form, that someone has
answered any and all questions you may have about this study, and you voluntarily agree to participate in
it.
Signature of Participant _____________________ Date ____________ Printed Name of Participant
____________________
The undersigned researcher has reviewed the information in this consent form with the participant and
answered any of his or her questions about the study.
Signature of Researcher _____________________ Date ___________ Printed Name of Researcher
__________________
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Appendix 6: Pre-Interview Survey Questions
1. What is your age range?
a. 22-25
b. 26-30
c. 31-35
d. 36-40
e. 41-45
f. 46-50
g. 51-55
h. 56-50
i. 61-65
2. I identify my ethnicity as:
3. My preferred pronouns are:
4. What classes have you taught in the English department in the past and present?
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Appendix 7: Interview Questions
1. Can you tell me how long you have been teaching English?
2. What courses do you teach?
3. Can you share with me a little bit about your educational background?
4. What are some challenges you face teaching English at the community college?
5. What are some of the benefits of teaching English at the community college? Things you
enjoy?
6. What is the make-up of the students in your English classes?
7. On average, what is the age range of your students?
8. At what writing level would you say most of your students come into your 100 classes
with?
9. What are some common issues your students encounter in the classroom?
10. How do you adjust your teaching to each individual class and the students in each class?
11. Have you received any training to understand the barriers to access students face? If so,
what has the training entailed?
12. What types of assignments do your students have in your English 100 class?
13. What type of resources are available to support students in your classes?
14. What is your understanding of AB 705?
15. What is your department telling you to do concerning AB 705?
16. If you have questions concerning AB 705, who do you go to?
17. Do you have required professional development about AB 705? If not required, is it
offered at your school? If so, who attends?
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18. How do you show students you value their experiences and background in your English
classes?
19. What do you think are the biggest challenges you have faced in implementing the
requirements of AB 705?
20. Do you feel you are facing pressure to get students through your classes because of AB
705?
21. Do you feel AB 705 is going to improve or hurt student success? Why?
22. What students do you think might get left behind because of AB 705?
23. Is there anything I didn’t ask that you think is important to discuss about AB 705?
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